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Abstract 
 
In this thesis I have examined the mediating role that emotions play in teachers’ work, 
particularly during times of change in schools. I have presented an examination of teachers’ 
emotions in a case study of one school and I have argued that emotions are central to ways in 
which teachers experience their working lives and that they are to be considered as part of the 
processes of implementing change in education settings.  
In doing so, I have drawn on phenomenology to underpin descriptions of the lived experience of 
teachers in one school. I have drawn on case study method and insider research perspectives to 
generate a detailed description of teachers’ work in this context.  
I have based my discussion on themes which have emerged from the data to illustrate ways in 
which emotions play a mediating role in teachers’ working lives  and I have sought to provide 
insights into ways in which teachers experience what I have referred to as emotional troughs of 
teaching that may be identified in the implementations of change processes. The data suggest 
that teachers adopt masks to hide emotions which they perceive as not being appropriate 
within the school context in which they work and I have explored the suggestive possibilities of 
challenging these masks.  
In my thesis I have concluded that emotions are a central factor in teachers’ working lives. I 
have argued that schools are sites that can offer opportunities for teachers to discuss ways in 
which their emotions mediate their work, and that by providing opportunities to give voice to 
teachers’ expressions of emotions, schools may become sites that value the totality of 
experience and opinions of teachers in pursuing agendas for change. 
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Chapter One: Situating the study 
 
Don't be fooled by me. 
Don't be fooled by the face I wear 
For I wear a mask. I wear a thousand masks- 
   masks that I'm afraid to take off 
     and none of them are me  (Anon). 
 
Chapter overview 
In this chapter I have provided an introduction to my research, examining roles that emotions 
play in teachers’ working lives. I have commenced this chapter by establishing the context of my 
research, drawing from my personal teaching journal to illustrate ways in which it has informed 
my work. Beginning in this way, I have drawn on a phenomenological approach to situate my 
research, something I have discussed in more detail in Chapter Three. In this chapter, Chapter 
One, I have outlined my research questions and discussed ways in which my research is 
significant. I have concluded the chapter with an outline of the structure of my thesis. 
 
 
A teacher’s journey to research 
When I was at high school I remember being given a piece of writing to read about the different 
masks people wear throughout their lives. People are sons, daughters, mothers, fathers, 
brothers, sisters, colleagues, friends, neighbours, strangers. People experience different places 
and circumstances which shape them and they can experience emotions such as happiness, 
sadness, frustration and enthusiasm. It was this thought and this memory of the masks people 
wear that resonated when I began thinking about completing a higher degree by research. In 
the time that I have conducted my research and written this document I too have worn a 
number of masks — student, teacher, interviewer, transcriber, analyst, writer, thinker. In my 
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thesis I have explored the working lives of teachers in times of school change and analysed ways 
in which teachers’ emotions may have a mediating effect upon their professional lives, and in 
doing so, the masks teachers may adopt.   
So come on a journey with me and step into a school yard much like any other. There is a 
flagpole at the front where an Australian flag flutters in the breeze; along the edge of the fence 
rubbish lays curled in corners, the detritus of the day that has passed. In the yard the synthetic 
turf which replaced the long dead grass gives off a plastic scent and sail shades move lightly in 
the breeze. The school seems almost devoid of life: students have spilled onto buses, or, 
laughing, they have jostled and nudged each other as they have walked down the hill towards 
home. Cleaners wheel bins and push vacuum cleaners, laughing at jokes they share with each 
other. Inside offices and classrooms, life and work continues. Teachers are working: they are in 
meetings; at desks facing piles of correction; in the staffroom chatting about the day that has 
transpired. Come with me as I look behind the masks they wear and see what emotions have 
been present in their work today. I have started with a reflective comment from my teacher’s 
journal for this day. 
 
Teachers in crisis? 
The teaching profession is at a crisis point. 
 It’s an all too familiar refrain and one that teachers and society are subject to seeing in 
newspapers, on television and in journals. Much has been written and said about the 
perilous state of teaching in contemporary society. If I follow and believe the media 
then there is a litany of things wrong with schools and teachers: kids lack respect, 
schools are a hotbed of violence, adolescents are too fat, too thin, too depressed, too 
uncaring, too self-absorbed. They don’t know enough about history, their communities, 
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about society, religion, spirituality, about literacy, numeracy, and they know either too 
much or too little about sex and drugs; the list goes on. For teachers? Well, we are 
hardly any better. We are lacking in basic skills, bludgers who get too many holidays and 
arrive at work at 9 and leave by 3.30, in it for the money(?), burnt-out, stressed, lacking 
in professional pride and isolated. 
It all makes for a pretty depressing picture. Search Google News on any given day and it 
only confirms the dismal sight. Today one article is about teacher dropout being greater 
than student dropout, another contends that discipline in schools is the key to 
improvement, while yet another proposes that we need better teachers rather than 
smaller class sizes. It’s overwhelming. The rhetoric about what the problem is and how 
to fix it has those in education running like mice on a never ending wheel.  
I think I’ve just fallen off my wheel (T. Journal, 2009, p. 36). 
I have chosen to introduce my research with an extract from my teaching journal as this extract 
highlights some of the issues I was facing in education and it illustrates concepts that I have 
explored in my research. The use of my own teaching and research journals is part of my 
methodology and research design, something I have explored more fully in Chapters Three and 
Four of this thesis.  The extract I have chosen illustrates a number of factors that teachers may 
experience in their working lives. When I wrote in my teaching journal that day I was feeling the 
demands of teaching, the weight of social expectations, and what comes clearly through the 
extract for me is the role that emotions play in what I have written. In looking back through and 
reflecting on  my teaching journal I can see entries where I have been excited about the state of 
education, full of enthusiasm for initiatives and hopeful for the future of both schools and the 
young people we teach. It was in looking at these entries, considering the school environment I 
worked in and exploring some of the academic literature that the idea for my research began. In 
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thinking about the changes I was seeing in the landscape of education and in reading about the 
role of emotions in teachers’ work I wanted to know more about how my colleagues 
experienced emotions in their daily working lives, and it is this which led to the focus of my 
research. After reading literature pertaining to the field and examining a number of theoretical 
perspectives on the role played by emotions, I have identified a gap in present understandings 
of the role of emotions in teachers’ working lives, particularly during the implementation of 
change. I have defined emotion and presented a detailed examination of theoretical 
perspectives about the role of emotions in teachers’ working lives in Chapter Two of my thesis. 
Based on my reading, I have established questions to focus my research, which I have 
introduced in the next section of this chapter.  
 
Research aims and questions 
My primary research question is:  
In what ways are teachers’ professional lives mediated by their emotions?  
While addressing this research question, I have framed two subsidiary research questions to 
guide my research: 
1. In what ways is the implementation of change reforms mediated by teachers’ emotional 
responses?  
2. In what ways are emotional aspects of teachers’ professional lives mediated by school 
context?  
My examination of these research questions aims to contribute further to the literature and 
professional debate on the role of emotions in teachers’ professional lives. The subsidiary 
research questions have enabled me to explore ways in which teachers’ emotions are 
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associated with situational aspects of school context, a gap I have identified in the existing 
literature (Kelchtermans, 2005; Skaalvik & Skaalvik, 2009). This has also enabled me to identify 
ways in which teacher emotions may be addressed in the school environment. My research 
aims to contribute to the existing field of teacher knowledge which discusses ways in which 
teacher emotions play a mediating role in their work, particularly during times of change in 
schools. I have identified ways in which schools may address emotions as a factor involved in 
the success or otherwise of school change, a concept described by Schmidt and Datnow (2005) 
as necessary if change is to take place. I have discussed gaps I have identified in present 
understandings in my review of the literature in Chapter Two. In the following section of this 
chapter I have given consideration to my role as a researcher. 
 
Role of the researcher  
In beginning my thesis with an extract from my teaching journal I have articulated ways in which 
my research questions are born out of my professional practice as a teacher, and my role as a 
professional teacher has also informed ways I have developed my research. In considering ways 
in which emotions play a mediating role in teachers’ professional lives, particularly during times 
of change, I have adopted case study method,  drawing on a phenomenological approach and 
insider research perspectives to explore the lived experience of teachers in my own work 
context. My dual role as both a participant and a researcher in this case is something which I 
have examined in more depth in Chapter Four of this thesis, but I have briefly considered this 
dual role in this opening chapter, as it is pertinent to ways in which I have established my 
research.  
In adopting this dual role and in drawing on insider research perspectives I have taken the 
position that as a researcher in this case I already possess a body of knowledge about the school 
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in which I have conducted my research. The use of insider research perspectives enables 
researchers to draw on their knowledge and understanding of the site of the research and of 
the history of the organisation, along with drawing on already established relationships with the 
people to be the participants of the research (see for example Galea, 2009). As a teacher I have 
grounded my research questions in my own experiences, drawing on Cochran-Smith and Lytle’s 
(1993) argument that research conducted by teachers comes from their own experiences. 
Adopting a dual role as both researcher and participant, I have aimed to develop a greater 
understanding of teachers’ working lives and I have argued in my thesis that my position as a 
teacher has provided participants with a perception that I understand the realities and nature of 
their work (Brown, 2004). I have argued in my thesis that by adopting this dual role, I have been 
able to begin to bridge a gap that exists between the work done in schools and the research  
conducted in universities by taking up what Benjamin (2002) describes as ‘an authorial voice in 
the literature’ (p. 47). As a teacher myself, I experienced emotions in my work and have 
examined this as an issue arising from my own professional practice. I have discussed the use of 
insider research perspectives and phenomenology in more detail in Chapter Four. In the next 
section of this chapter I have outlined the significance of my research.  
 
Significance of the study 
The significance of my research lies in a number of areas. It is timely given the continued calls 
for teacher and school improvement from federal and state governments, as indicated in a 
number of initiatives, including the National Partnerships Smarter Schools (Department of 
Education, 2010b). I have designed my research to inform change agendas by providing an 
understanding of ways in which teachers perceive their working lives and issues they face as 
part of their work. In my research I have examined the role of emotion as a mediating factor in 
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teachers’ responses to change. My research has made visible the experiences and 
understandings of teachers in an education context in which they are subject to increased 
professional responsibilities (Ballet, Kelchtermans, & Loughran, 2006; Schmidt & Datnow, 2005), 
and as some of the data from my research has indicated, where some teachers are struggling to 
deal with the emotional influences of these complex demands. 
 In presenting my research I have suggested that emotions are a factor for consideration in the 
success or otherwise of school change and on the basis of my research,  I have argued that the 
emotions of teachers, in general, taken for granted and overlooked (Shapiro, 2010; Shoffner, 
2009) are no longer to be considered in these ways. I have contended, rather, that they are to 
be considered in light of the ways in which they are regulated within school environments and 
in relation to the masks teachers may adopt in order to deal with the emotional labour involved 
in their work.  
As this is a dynamic, current and continuing field (Reio, 2005), I anticipate that my research will 
contribute to professional debate and discussion on ways in which teachers may support each 
other, along with ways schools as organisations may address the role of teacher emotions, 
particularly during the implementation of change. I have concluded that change management in 
schools would benefit from incorporating a focus on emotional dimensions involved in teaching 
and in change processes. In the following section of this chapter I have included a diagrammatic 
representation of concepts explored in my research.  
 
Representation of concepts 
When I commenced my research and began reading literature in the field and formulating the 
design of my research, I, in similar vein to Smyth (2004), decided that I required an organiser to 
structure my thinking. The diagrammatic map represented in Figure 1 below illustrates the 
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concepts that I have teased out for consideration in my research, and the understandings I have 
sought to generate through the processes of my research. The double arrows between each box 
provide an indication of ways in which an overlap and interplay exists between the concepts I 
have considered. An examination of the literature pertaining to the concepts represented in the 
diagrammatic map is presented in Chapter Two.  
 
 
Figure 1. Diagrammatic representation of concepts 
 
 
Outline of the thesis 
In this chapter I have briefly outlined the context of my research and introduced my research 
question. In the next chapter, Chapter Two, I have presented an examination of the literature 
regarding the role of emotions in teaching. Underpinning the design of my research is an 
examination of the literature from a range of sources, including that on school change and the 
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role of emotions in teachers’ work, which I have explored in Chapter Two. Considering these 
fields has enabled me to locate my research within the existing literature and to identify ways in 
which my research contributes to this field of knowledge. My position on emotion is also 
established in this chapter.  
Building on my review of the literature and the research questions identified in Chapter One, I 
have introduced a discussion of methodology in Chapter Three. A more detailed examination of 
phenomenology as used to inform my research is presented and I have traced the 
methodological journey I have made in my research. 
In Chapter Four I have discussed the design of my research and the method used, from the 
collection to the analysis of data. I have given consideration to the method in some detail, 
providing examples of ways in which I have gone about the processes of data collection and 
analysis. The case which I have examined through my research is introduced in this chapter.  
I have commenced the presentation of my analysis and discussion of it in Chapter Five. In this 
chapter I have identified ways in which emotions play a mediating role in the professional lives 
of teachers in this case. I have identified three themes to illustrate the role of emotions in 
teachers’ working lives and I have also introduced the concept of an emotional trough of 
teaching in this chapter.  
The focus of Chapter Six is a continuation of my discussion and analysis of the data. I have 
explored the relationships between teacher emotions and the introduction of change in schools 
in this chapter. I have continued to develop the concept of the emotional troughs of teaching in 
this chapter and I have outlined ways in which teachers in this case experienced negative 
emotions, particularly that of fear, as part of change processes.  
 I have examined situational aspects of the case associated with teachers’ emotions in Chapter 
Seven. I have explored school context associated with teacher emotion relating to isolation, 
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teacher authority and teacher collegiality in this chapter. I have examined ways in which 
emotional troughs of teaching are related to situational factors and considered ways teachers 
attempt to traverse these troughs.  
In the final chapter of my thesis, Chapter Eight, I have suggested ways in which teacher 
emotions may be considered as part of processes of continued professional development, 
discussion and change. I have identified ways in which teachers traverse the emotional troughs 
they experience in their work and suggest ways in which schools as organisations may address 
teacher emotions.  
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Chapter Two: A review of the literature 
 
Chapter overview 
In this chapter I have conducted a review of the literature on the relationship between teaching 
and emotions, considering the historical background of the field along with current research. I 
have examined contested viewpoints on emotion, drawing on a range of scholarly views in 
order to inform my own position on emotion and ways in which this relates to my research 
question of the mediating role teacher emotions have in teachers’ working lives. I have 
examined questions being asked and conclusions being drawn in current research and I have 
identified gaps in current knowledge while outlining ways in which my research will contribute 
to the field. 
 
 
The education landscape 
Before moving on to examine the literature pertaining to emotions in teachers’ working lives I 
have located my work in a broader education landscape. Education continues to undergo rapid 
and constant change, while being subject to calls from government and policy makers to 
improve both teacher quality and student achievement (Fullan, 2001). In Australia, the Federal 
Government has invested $63.5 billion in funding in this area to Australian schools for the 
period spanning 2009-2012 as part of the Education Reform Agenda (Department of Education, 
2010a). This funding has been allocated to a range of projects, including the development of a 
national curriculum, smarter schools projects and the development of the National Professional 
Standards for Teachers (Department of Education, 2010a). In times of reform, teachers are 
viewed as having a central role in the implementation of school improvement agendas (Schmidt 
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& Datnow, 2005; van Veen, Sleegers, & van de Ven, 2005). In my research I have explored the 
mediating role emotions play in teachers’ work, particularly during times of change and school 
improvement.  
Literature regarding school improvement has examined factors which  contribute to change in 
schools, with Frost, Durant, Head and Holden (2000) arguing that for change to occur in schools, 
‘significant shifts in teachers’ fundamental values and beliefs’ (p. 10) are required. Frost et al. 
(2000) expand further on  the role of teachers in bringing about school improvement, 
contending that teacher morale is a contributing factor to the degree of agency teachers feel 
they have within schools. They propose that teacher agency and empowerment come from 
teachers being actively involved in the processes to lead change in schools, enabling ‘individual 
teachers to become agents of effective and appropriate change for schools, extending and 
enhancing their professionalism’ (Frost et al., 2000, p. 111). Central to their notion of school 
improvement is the element of critical reflection on current practice, along with staff reaching 
‘consensus on the aims and values of the school’ (Frost et al., 2000, p. 100). Fullan (2001) also 
identifies the need for change in teacher values, beliefs and school culture, arguing that school 
reform is more than the implementation of a new policy, but involves an examination of existing 
culture. He puts forward the idea that restructuring or the implementation of new reforms 
occur frequently in schools, ‘whereas reculturing (how teachers come to question and change 
their beliefs and habits) is what is needed’ (Fullan, 2001, p. 34). Fullan, Bertani and Quinn (2004) 
identify a number of components that make school improvement possible, arguing that a 
compelling conceptualization of change is one of the factors critical in school improvement. 
They also argue that capacity building, ongoing learning, productive conflict, a demanding 
culture, external parties, focused financial investment, having the right people and a collective 
purpose are all factors in successful reform (pp. 43 – 45). Examining these components I have 
been able to identify the central role of a clear structure for change, along with a focus on 
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providing those involved with a sense of responsibility for change and a shared vision. These 
concepts have been pertinent to consider in my own research as I have examined the mediating 
role emotions play in teachers’ work, particularly during times of change.  
Osterman and Kottkamp (2004) contend that despite extra funding and reform efforts, schools 
have not undergone significant changes and that ‘the way that schools are organised and the 
way that teachers teach has not changed in important ways’ (p. 3). They, like Frost et al. (2000) 
and Fullan (2001), argue that ‘For schools to change, educators have to change’ (Osterman & 
Kottkamp, 2004, p. 7). This notion of teachers as central figures in the success or otherwise of 
school reform is linked to the perceived requirement for teachers to develop their skills, values 
and beliefs about education.  
Although Eckersley, Williams, Cacciattolo, Kruger and Cherednichenko (2008) write about the 
field of teacher education, their work provides insights which have implications for the 
processes of change in schools more broadly, and of the ways in which teachers may become 
involved in research that may bring about changes in practice. They argue that when 
collaboration exists between all participants in teacher education —preservice teachers, 
teachers and teacher educators — a shift in teacher education is possible (Eckersley et al., 2008, 
p. 147). Eckersley et al. (2008) argue further that the ‘active participation of practitioners in 
researching their own practice is essential in understanding how teaching affects learning in 
teacher education’ (p. 147).  
Drawing on this concept of the active participation of teachers in research, I have been able to 
consider ways in which teachers may be able to analyse their own skills and values regarding 
change in education, and the ways in which this influences learning. Stenhouse (1975) argues 
that change in curricula, teaching strategies and content are difficult and ‘cut across old habits 
and assumptions and invalidate hard won skills’ (p. 25). It is the concept of ways in which 
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change reforms and changes to teachers’ work practices are related to teacher emotions which 
has interested me as I have explored the literature in the field and as I have addressed my 
research question of ways in which teacher emotions play a mediating role in teachers’ ability to 
process and adopt change in their work.  
Bascia and Hargreaves (2000) argue that during change processes in schools the socio-
emotional dimension is overlooked (p. 10). They define a socio-emotional view of teaching as 
one which includes not only cognitive standards and content knowledge but which also regards 
teaching as an emotional practice. Bascia and Hargreaves (2000) argue that during government 
driven reform agendas conditions of professional powerlessness are created among teachers (p. 
13). Korthagen (2004) contends that in trying to identify the qualities of good teachers lists of 
competencies are generated. He argues that policy makers focus on competencies, while 
researchers explore the personal characteristics of effective teachers (p. 79).  Korthagen (2004)  
goes on to call for a broader approach in discussing what constitutes good teaching practice 
with his argument regarding lists of competencies for teachers being pertinent ones to explore 
in relation to teachers’ work and to ways in which  this may create a reduced sense of 
professionalism among teachers. Ballet, Kelchtermans and Loughran (2006) argue that 
packaged materials decrease teachers’ control over their work and increase technical control 
over teachers, with their work reduced to a list of competencies to be achieved (p. 210). This 
concept is also referred to by van Manen (1991), who contends that a more prescriptive 
curriculum has resulted in teachers as professionals becoming increasingly deskilled (p. 99). 
Ballet et al. (2006) argue further that de-professionalization of teachers’ work reduces teaching 
to technical tasks with the emotional labour involved in teaching devalued (p. 211).  
This concept of the emotional labour of teaching is also considered by O’Connor (2008) who 
examines the role of caring in teachers’ work. O’Connor (2008) argues that teaching standards 
in Australia fail to ‘acknowledge the emotional and empathetic skills which are required for 
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effective teaching’ (p. 118). She identifies caring as the pursuit of professional philosophies and 
goals and argues that this emotional aspect of teachers’ work is neglected in research, while 
contending that further development of research on these emotional aspects of teachers’ work 
may act as a counterbalance to research focused on technical aspects of teaching (p. 118). It is 
this concept of the emotional labour of teaching which I have taken as a central consideration in 
my own research and which has provided a focus for my examination of teachers’ work, 
particularly during times of change. In the next section of my review of the literature I have 
examined a number of theoretical perspectives on emotion. 
 
Emotion 
In this section of my review I have examined various theoretical approaches on the nature of 
emotion, before discussing the approach I have adopted on the nature of emotion in my own 
research. In my review of the literature on the nature of emotion I have focused in particular on 
perspectives regarding the nature of emotion for teachers in education as this is the primary 
focus of my own work. In developing my position on emotion I have drawn heavily on Denzin’s 
(1984) On understanding emotion as it provides a comprehensive account of contested 
viewpoints on emotion. I have begun this section of my review by tracing some of the ideas of 
Denzin’s (1984) work before moving on to consider other positions.  
Denzin (1984) commences by describing emotion as ‘an agitation of the passions...any strong 
feeling’ (p. 16) and he moves on to consider one of the earliest theories on emotion, that of the 
physiological-cognitive theory, which views emotion as resulting from ‘internal, physiological 
processes, not mental or psychological processes’ (pp. 16 – 17). In this concept of emotion, 
physiological processes are perceived as taking precedence over the cognitive state of the 
individual (Denzin, 1984, p. 17). After considering this view on emotion, Denzin (1984) examines 
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psychological positions which move beyond emotions as a physiological state, rather regarding 
them as having cognitive, phenomenological, motivational, interactional and situational aspects 
(p. 21). Denzin (1984) argues that psychological conceptions of emotion place emotions in a 
social and cultural world, rather than in the unconscious mind of individuals (p. 23). Such 
perspectives link interpretations and cognition to a framework of emotionality, in contrast to 
earlier positions which viewed them as physiological responses. Denzin (1984) argues that ways 
in which people act are influenced by the emotions they experience and incorporate into their 
social interactions (p. 24). He moves on to consider sociological contributions to the field on 
emotion, arguing that concepts of emotional rules and emotion management strategies draw 
on psychology, physiology and sociology in regarding emotions as sociological processes (p. 25).  
Denzin (1984) describes a sociological construct of emotion as one in which emotions are 
responses to psychological, cultural, material, interactional and relational stimuli (p. 25). He is 
critical of these approaches to emotion, arguing that such conceptions of the nature of emotion 
do not effectively examine emotion as a process experienced by self-reflective individuals (p. 
26). Given his consideration of a range of theoretical approaches to emotion Denzin (1984) 
contends that emotion cannot be studied as a physiological process or an unconscious 
mechanism, but that it is to be studied from a conscious perspective, examining the interactions 
a person has with themselves and the world around them (p. 48). Denzin (1984) proposes a 
concept of emotion based on interactions, arguing that ‘Emotions are lodged in social acts and 
interactions with others’ (p. 50). This relational aspect of emotion is a key aspect of Denzin’s 
(1984) concept and he summarises his position saying:  
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Emotion is a lived, believed-in, situated, temporally embodied experience that radiates 
through a person’s stream of consciousness, is felt in and runs through his (sic1) body, 
and in the process of being lived, plunges the person...into a wholly new and 
transformed reality, the reality of a world that is being constituted by the emotional 
experience (p. 66).  
Denzin’s (1984) concept of emotion is one which has served as a focus for the development of 
my own position on emotion as I have explored ways in which teacher emotions are mediated 
by the school in which they work. Given my approach of examining the lived experience of 
teachers in one case, a view on emotion which examines the relational aspect of social 
interaction provides a useful one on which to draw. The idea of exploring lived experience is one 
of the guidelines proposed by Denzin (1984) for the study of emotion as he argues that 
‘Emotions must be studied as  a lived experience in the phenomenological and interactional 
streams of interacting individuals’ (p. 11).  
While working on this research to explore teacher emotions, a person holding a senior position 
of responsibility in a school commented that ‘teachers complain, they whinge and moan, that’s 
what they do’ (Journal, 2008, p. 52). It is the nature of these so-called complaints, these so-
called whinges and these so-called moans, that I have explored in my work. Rather than trying 
to establish whether these emotions are ‘naive, real, coarse, subtle, spurious, rational, 
irrational’ (Denzin, 1984, p. 11) or not, I have taken the position that they are the lived 
experience of the individuals in the case I have explored and examined them on that basis. 
While Denzin’s (1984) work has provided a useful starting point for my examination of the 
literature on emotion, it is several decades old now. More recent literature has also informed 
                                                          
1
 I have encountered the use of ‘man’ and masculine pronouns to refer to both sexes throughout my 
reading. I have not referred to this in each citation but make the point here that I take objection to this 
usage of masculine nouns and pronouns in this way.  
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my perspective on emotion and in particular a body of literature relating to the role of emotion 
in teachers’ work, and it is this literature that I have addressed in the next section.  
 
Emotions and teachers’ work 
Drawing on developments in theories on emotion, I have turned to an examination of the 
positions on emotion adopted by researchers examining teachers’ work. The literature indicates 
a dynamic field examining teachers’ work using emotions as a lens and interest in the role of 
teacher emotion is evident in the work of Nias (1996) where she contends that affectivity is of 
fundamental importance in teaching and to teachers, arguing that it had not been considered in 
sufficient depth by researchers. While Nias (1996) uses the term affectivity, throughout my 
research I, like various scholars (for example Hargreaves, 1994; Kelchtermans, 2005; Shapiro, 
2010; van Veen & Sleegers, 2006; Zembylas, 2003a, 2005b), have used the term, ‘emotion’, to 
refer to those aspects of teachers’ work which belong to the affective domain. A body of 
literature has developed, one which considers the relationship between teaching and emotion, 
and I have drawn on that body of literature when discussing ways in which the nature of 
emotion has been approached. In my examination of the literature I have identified concepts of 
emotion which, in a similar vein to Denzin (1984), argue that emotions are more than 
physiological states, but are an interplay of social, personal, and psychological aspects. Nias 
(1996) contends that emotions in teaching are more than individual accounts; they form a 
collective concern, and the consequences of these emotions have implications for educators 
generally (p. 294). Day and Leitch (2001) adopt a position similar to Denzin (1984) arguing that 
teacher emotions are influenced by social context, policy and personal biography (p. 403). 
Schmidt and Datnow (2005) and Kelchtermans (2005) regard emotions as an interplay of social, 
personal and situational factors. Schmidt and Datnow (2005) describe emotions as ‘social 
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products responsive to contexts inside and outside people themselves’ (p. 950), while 
Kelchtermans (2005) refers to emotions as being more than psychological phenomenon;  that 
they are ‘experiences that result from teachers’ emdeddedness in and interactions with their 
professional environment’ (p. 996). This view of emotion as related to social and personal 
experiences is also reflected in the work of Zembylas (2003b), who argues that emotions are 
social and political experiences (p. 216). In later work, Zembylas (2005b) further develops his 
notion, contending that emotions are not just states or entities but practices which shape 
reality (p. 935). What these scholars have in common is a multifaceted view of emotion, where 
it is regarded as an interplay between personal, situational, psychological, political and 
relational factors. It is views such as these which have informed my own position on emotion. 
Drawing on these scholars I have adopted the position that emotions are more than 
psychological dispositions or physiological states. I have taken the approach that emotions are 
related to social and situational interactions that individuals experience, and it is this position 
that has informed my research as I have examined ways in which teachers’ emotions play a 
mediating role in their professional lives. The study of teacher emotions is not new and in the 
following section of my review of the literature I have examined a number of previous studies in 
the field of teacher emotions discussing these in relation to ways in which they have informed 
my own research.  
 
Research on teachers’ work and emotion 
Pekrun and Schutz (2007) contend that emotions play a central role in education as they can 
influence students’ and teachers’  ‘interest, engagement and achievement’ (p. 327). They argue 
further that emotions ‘can profoundly influence the productivity and quality of life in 
educational institutions and in society at large’ (Pekrun & Schutz, 2007, p. 327). They contend 
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that research agendas could focus on ways to prevent anger and to foster hope and pride 
among staff (Pekrun & Schutz, 2007, p. 327). Pekrun and Schutz (2007) argue that research in 
the field of emotions requires greater development and that research on the emotions 
experienced by staff (principals, administrators and teachers) in schools is required (p. 325).  In 
my research I have addressed this gap in the literature by examining the emotions experienced 
by teachers in one school context undergoing change. In doing so I have identified the types of 
emotions teachers experience during the implementation of change and have contributed to 
the body of knowledge that exists about the methodologies used to examine emotions in 
teachers’ work, another area identified by Pekrun and Schutz (2007) as requiring further 
development.  
Zembylas (2003b) argues that the examination of the emotions involved in teachers’ work is not 
a new landscape for researchers in education, but he contends that there has been a renewed 
interest in  relationships between teaching, emotions, teacher education and school reform (p. 
216). In considering the changing nature of education, Hargreaves (1994) discusses the 
intersection between emotions and teachers’ working lives, arguing that a greater exploration 
of this link is required, pointing to much of the existing literature regarding the role of emotions 
in teachers’ work as having been situated within established theoretical constructs and agendas 
(p. 141). In raising this issue, Hargreaves (1994) argues that researchers focus on emotions such 
as pride, commitment, and uncertainty, while teachers describe emotions such as ‘anxiety, 
frustration and guilt’ (p. 41). He suggests that there is a disparity between the nature of 
emotional experiences focused on by researchers and the emotions described by practising 
teachers. The notion of having preconceived limits for the types of emotions teachers 
experience is an issue raised by Hargreaves (1994) and one which I have engaged as I have 
examined the literature in the field. Golby’s (1996) work adopts a cognitive position on 
emotions, seeing them as dependent upon judgement and predicated on emotional expression, 
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such as the feeling of anger, and anger at something in particular (p. 426). I refer to Golby’s 
(1996) work as I have examined ways in which situational factors such as school environment 
may act as the predicates for teachers’ emotional experiences, particularly during times of 
change. Golby (1996) refers to specific emotions such as joy and distress expressed by teachers 
in interviews, inviting teachers to disclose their ideas about, and experiences with, these 
emotions. Golby (1996) presents different elements of teachers’ work under the headings of 
distractions and frustrations and parents, and argues that the emotional resilience illustrated by 
teachers in his study provides evidence of the need to consider the emotional lives of teachers 
in education practice and teacher professional development. Although Golby (1996) has framed 
some categories of emotion in the interviewing of teachers, he does include a focus on a  range 
of emotions that teachers may experience, rather than just positive emotions that Hargreaves 
(1994) argues some researchers focus on. I have drawn on the work of Hargreaves (1994) and 
Golby (1996) in my own work as I have considered the development of my interview questions 
where I have invited teachers to describe a full range of emotional experience. I have discussed 
my process of interviewing in more detail in Chapter Four.  
 
Emotional and professional identity 
As referred to above, Nias (1996) suggests that affectivity is of fundamental importance in 
teaching and to teachers, contending that it has not been considered in enough depth by 
researchers. The notion of emotions playing a central role in teachers’ work is reflected in later 
works, including that of Shapiro (2010) who contends that ‘emotional identity is fundamental to 
our understanding of professional identity’ (p. 616). In considering the central place of emotions 
in teachers’ professional work, Nias (1996) provides three justifications for this view. Her first 
argument centres on the notion that teachers feel ‘passionately’ (p. 293) about their work and 
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its accompanying elements, such as students, colleagues and dealings with the school 
community. Nias’ (1996) second argument is that emotion cannot be divorced from cognition, 
so that teachers’ work cannot be separated from the emotions they experience. Her third 
argument is that emotion and cognition cannot be separated from the social, cultural and 
political factors which affect teachers. It is this view of teacher emotion as unable to be 
divorced from social and cultural factors which I have found relevant in the framing of my own 
research.  
In considering ways in which teacher emotions play a mediating role in teachers’ professional 
lives, I have a particular focus on times of change and the situational factors of the case I have 
examined. Nias (1996) argues that the nature of working with young people has an inherently 
emotional dimension, with teachers investing heavily in their work, so that their workplaces 
become inextricably linked to their self-esteem, with those workplaces having the ability to 
become not only sites of fulfilment, but also of vulnerability (p. 297). She argues that teachers’ 
most negative and extreme emotions emerge when they talk about their colleagues and the 
impact of education reforms and organisational structures on their work (p. 299). It is this 
aspect of her work which is most pertinent for my own research as I have examined ways in 
which change is mediated by teacher emotions and I have examined relationships between 
teacher emotions and change in more depth below. I have not focused primarily on exploring 
the role of emotions in teachers’ interactions with students, rather I have a research focus 
which has enabled me to explore their experience of emotion in their working lives, and 
particularly during times of reform and change.  
The concept of emotion as being central to teachers’ work is identified by van Manen (1991) 
who contends that in teaching, ‘emotion, morality and reason cannot be disentangled’ (p. xii). 
Van Manen (1991) argues that a sense of vocation and a love and sense of caring for children 
are central to the concept of good pedagogy (p. 8). Metcalfe and Game’s (2006) study examines 
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the emotional nature of teachers’ work and explores classroom dynamics by drawing on 
phenomenology to explore participants’ lived experiences of life-changing professional events 
and circumstances. The teachers referred to in their study are represented as creating 
classroom energy derived from giving, passion, vocation, listening and questioning. What is 
pertinent about Metcalfe and Game’s (2006) study to my own research is the highly emotional 
language used by teachers and students in their study in describing classroom experiences. In 
particular, the section on vocation is focused on  references to the central role emotions play in 
teachers’ work with Metcalfe and Game (2006) arguing that ‘To be real with students, teachers 
have to accept both their strengths and weaknesses; they enter the class with humility’ (p. 105). 
The concept of vocation is also examined by Chater (2003) in his study of beginning teachers, 
where he argues that beginning teachers perceive making a difference as a key part of their 
work. The notion of teachers identifying both strengths and weaknesses implies an openness to 
exploring aspects of their pedagogy, with van Manen (1991) arguing that pedagogical reflection 
enables teachers to ‘create conversational communities with others’ (p. 82). Van Manen (1991) 
introduces the concept of reflection as a means of identifying the meanings embedded in 
experience (p. 100). He goes to identify three types of reflection which he refers to as 
anticipatory, active or interactive, and recollective (p. 101). Considering the concept of 
recollective reflection, van Manen (1991) contends that this form of reflection may enable 
teachers to become more experienced and to construct a form of practical theorizing (p. 116). 
For van Manen (1991) reflection involves considering if pedagogical action may be appropriate, 
right or in the best way possible (p. 15). Schön (1987) also considers the role of reflection in 
teachers’ work and argues that reflection-in-action is what enables teachers to ‘reshape what 
they are doing’ (p. 26) while in the classroom. In considering the concept of reflection as a 
means by which teachers can theorize about their practice, I have begun to question the 
relationship between this reflection and teachers’ emotions. Brandenburg (2008) argues that 
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reflection on ‘critical moments’ (p. xi) can lead to greater understanding about teaching and 
learning, and in her research demonstrates that pre-service teachers could identify and examine 
the ‘affective dimensions of learning to teach’ (p. 37). Brandenburg (2008) argues that it was 
‘interesting’ (p. 95) that the pre-service teachers referred to their feelings when discussing ways 
in which their assumptions about teaching were challenged. The link between emotions and 
teachers’ work is illustrated by ways in which emerging teachers describe their developing 
professional identity in relation to their emotions, a concept also explored by Shoffner (2009). In 
similar vein to Brandenburg (2008), Shoffner (2009) argues that pre-service teachers need to 
challenge their assumptions of teaching and learning (p. 783). Shoffner (2009) draws on the 
concept of teaching as a personal and pedagogical process, referring to the concept of 
emotional knowledge in teaching. Shoffner (2009) argues that to be effective educators, 
teachers are required to link their emotions to other aspects of their work (p. 784), and 
identifies three central concerns of pre-service teachers: positive student-teacher relationships; 
meaningful teaching; and the personal impact of teaching (p. 785). Shoffner (2009) examines 
the relationship between pre-service teachers’ knowledge of pedagogical approaches and their 
emotions, arguing that the pre-service teachers’ reflections focused heavily on emotional 
aspects of teaching practice and going on to contend that teacher educators would benefit from 
providing opportunities for exploring these emotions in teacher preparation courses (pp. 786- 
787). The concept of reflection on practice and teacher emotions is pertinent to my research as 
it raises questions about ways in which school culture and environment enables or prevents 
teachers from being able to consider their work and emotions. 
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Emotional rules and regimes 
Zembylas (2003a, 2003b, 2005a, 2005b, 2007, 2010) has written extensively on the relationship 
between emotions and teachers’ work. His work explores the role of emotions in identity 
formation, with Zembylas (2003b) arguing that identity formation is a dynamic process which is 
grounded in social interactions. Shapiro (2010) argues that the relationship between emotion 
and professional identity is a key part of teachers’ lives, stating that ‘It is our experience of 
affect which forms the basis for our sense of self’ (p. 617). Bascia and Hargreaves (2000) also 
examine the link between emotion and identity, contending that in unsupportive work 
environments teachers experience the emotional labour of their work as depleting and 
frustrating. They argue that such unsupportive environments lead to feelings of ‘alienation, 
selling out and loss of self’ (p. 12). Zembylas (2003b) describes identity transformation as taking 
place when ‘the emotional salience or power of one’s experience changes’ (p. 229) and he 
contends that the study of teacher emotions can have a transformative effect on both teachers 
and schools, arguing that when teachers focus on and explore their emotions they can use them 
in empowering ways. In a later work Zembylas (2005a) continues his focus on the centrality of 
emotions to teachers’ work, arguing that emotional knowledge is a ‘messy kind of knowledge’ 
(p. 468) and it is in this notion of messy knowledge that I have found resonance as I have 
explored the lived experience of teachers’ work and emotions. Zembylas (2005a) draws on the 
concept of emotives, describing them as ‘emotional gestures and utterances and their capacity 
to alter the states of the speakers from whom they derive’ (p. 466). Zembylas (2005a) contends 
that the use of emotives makes possible an examination of the role of emotions in teachers’ 
work, along with an exploration of ways in which teachers undergo the processes of emotional 
navigation, which he defines as ‘the coping strategies used by teachers to subvert prevailing 
emotional rules in the schools’ (p. 483). He explores the relationship between teacher emotion 
and the political nature of schools where, he argues, there are ‘emotional regimes’ (p. 474) 
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which describe the emotional rules of the school. In this study, Zembylas (2005a) identifies two 
themes of emotional freedom and emotional suffering:  he describes emotional freedom as 
being central to a teacher’s ability to act as they choose, while emotional suffering is 
experienced when a teacher is unable to act freely within the emotional regime of the school (p. 
477). Sutton (2007) argues that the regulation of emotions takes place when teachers attempt 
to ‘modify aspects of  the emotion experience’ and presents results of her study, where twenty 
percent of teachers perceived the regulation of emotions as part of their role as a professional 
(p. 267). Sutton’s (2007) work examines ways in which teachers experience anger and 
frustration and she argues that there is an ‘idealised emotion teacher image’ (p. 267). This 
idealized image is of a teacher who does not have ‘their classrooms too “hot” with anger or too 
“cold” without affection, because they had learned that a temperate display of emotions was 
“just right”’(p. 267). The notion of emotional rules and emotional regulation has been pertinent 
to consider in relation to my own research as it has enabled me to consider ways in which 
school context may encourage regulation of emotions or imply emotional rules to be followed.  
The concept of emotional rules is also explored by Shapiro (2010), where she suggests a narrow 
range of ‘express-able’ (p. 617) emotions in schools. She contends that emotions are hidden by 
teachers in order to present the façade of the model teacher, what she describes as ‘a 
pedagogical whiz who appears pleasant and calm in all situations and is imminently able to 
exceed the expectations put upon her by state, school, parents and students’ (Shapiro, 2010, p. 
618). The concept of the model teacher is described by Hargreaves (1994) as the ‘persona of 
perfectionism’ (p. 149) which creates an environment in which teachers find it difficult to share 
their doubts for fear it will be perceived as ‘bad practice’ (p. 150). Shapiro (2010) contends that 
emotional experience needs to be shared in order to build bonds with colleagues and students 
and to understand the learning process more effectively. She argues that discussing emotions 
needs to become an integral part of teaching practice in order to begin dismantling the myth of 
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the ‘model teacher’ (Shapiro, 2010, p. 620). Britzman (2001) contends that teachers’ work is 
composed of cultural myths which she describes as legitimizing school structure. She identifies 
three cultural myths: that everything depends on the teacher; that the teacher is the expert; 
and that teachers are self-made (p. 185); arguing that within the culture of teachers there is a 
mixture of isolation and autonomy which promotes a culture of privacy among teachers (p. 
182). In this culture, Britzman (2001) contends, teachers do not share collective concerns, as 
asking for assistance is perceived as a sign of weakness (p. 182). This guarding of privacy and an 
inability to share concerns with others reinforces the myth of the model teacher who can cope 
with challenging situations alone. Britzman (2001) contends that the emotional world of the 
teacher involves dealing with the tensions that develop from the intersection of uncertainty and 
self-doubt while having to adopt a professional facade of confidence and certainty (p. 189). This 
tension is a private one, not shared, and one which Britzman (2001) regards as part of the 
development of teachers.  
Ryan (1986) argues that there are four stages in teacher development, each characterised by 
different attitudes toward teaching. He suggests that the first stage is that of fantasy, where 
teachers possess romantic and idealistic views of their work, and is followed by that of survival 
where fantasy gives way to reality in what he describes as a ‘curve of disenchantment’ (p. 8). 
The two stages following this involve a mastery of craft, where teachers increase their 
pedagogical knowledge, and that of impact, where teachers can share the benefit of their 
experience (Ryan, 1986). Ryan’s (1986) work has been useful in considering in my own research, 
when I have explored ways in which teachers may navigate the difficult times or the ‘curve of 
disenchantment’ (p. 8) in their careers.  
Shapiro (2010) argues that by expressing emotion, teachers can develop ‘greater reflexivity, 
stronger solidarity and heightened sensitivity towards their colleagues and students’ (p. 620). 
Hargreaves’ (2005) notion of emotional geographies identifies ways in which emotions are 
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expressed or withheld in particular contexts. Hargreaves (2005) refers to emotional geographies 
as the ‘patterns of closeness and/ or distance’ (p. 968) in relationships, contending that an 
examination of the emotional geographies of schools enables researchers to identify the 
supports and threats to emotional bonds (p. 968).  The work of Britzman (2001),Hargreaves 
(2005), Zembylas (2005a) and Shapiro (2010) is pertinent to my own research as they have led 
me to question ways in which teacher emotions may be addressed within particular settings.  
While the notion of emotional regulation may be viewed as an aspect of the emotional culture 
of the school, Klein (2009) considers ways in which the physical layout of organisations influence 
the way spaces feel (p. 85). Klein (2009) argues that it is important for those in education to 
consider the ‘aesthetic and emotional components of workspaces’ (p. 85) and examines the role 
of desks as spaces where teachers communicate, reflect and labour (p. 88). Klein (2009) 
contends that desks are spaces where people can ‘express, subvert and regulate emotion’ (p. 
88) with desks and office spaces becoming places where the ‘personal, political and dramatic 
converge’ (p. 91). Klein’s (2009) work is relevant to consider in relation to ways in which physical 
spaces may regulate emotion and it is a concept which I have drawn on in considering ways in 
which school spaces play a mediating role in teacher emotions. One of the other central 
considerations I have made in my research is ways in which teachers’ emotions play a mediating 
role in their work during times of change, and it is this field of the literature that I have 
examined in the following section of my review of the literature.  
 
Teachers’ work and emotions during times of change 
There is a body of literature in which the relationship between teachers’ work and their 
emotions during times of change in schools is examined, and in this section of my review I have 
considered ways in which previous studies have informed my own research. In doing so I have 
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considered the methodological approaches taken in these studies, while also identifying ways in 
which my own research will contribute to knowledge in the field.  
Reio (2005) contends that despite the pervasiveness of change in education, researchers lack a 
body of knowledge they may draw on in relation to ways in which reforms influence teacher 
behaviour, arguing that further research is required to explore the degree to which emotions 
and risk-taking affect teachers during times of change (p. 988). Kelchtermans, Ballet and Piot 
(2009) argue that analysis of teacher emotions is a valuable means to provide an understanding 
of changes in teachers’ work as ‘emotions reflect the way teachers make sense of the conditions 
they work in’ (p. 216). In a similar way to Bascia and Hargreaves (2000), Reio (2005) argues that 
teachers will have positive and negative reactions to change as it involves both their 
‘professional and personal identity’ (p. 992). This link between identity and reform is considered 
in the work of Lasky (2005) who considers ways in which reform and identity are related to 
teachers’ experiences of professional vulnerability and risk taking. Like Nias (1996), Lasky (2005) 
contends that teaching is an emotional endeavour as well as a cognitive and technical practice 
(p. 908) and in her study highlights ways in which teachers seek to accomplish their varied roles 
in the classroom environment. Lasky (2005) contends that teachers’ ability to respond to the 
situational needs of their classrooms is an example of professional risk taking, something she 
regards as an example of professional vulnerability. This ability to respond to situational need 
may be seen as an example of what Schön (1987) terms reflection-in-action, or of van Manen’s 
(1991) concept of pedagogical reflection. The ability to feel open to these moments of 
professional risk taking is considered by Lasky (2005) when the boundaries between 
professional and personal vulnerability are blurred during times of reform, with teachers’ sense 
of self-worth linked to their professional identity and performance. Lasky (2005) suggests that 
during times of reform teachers’ core values and sense of professionalism are ‘an anchor in a 
stormy political and reform climate’ (p. 912). The concept of a teacher’s set of core values is 
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described in other terms by Kelchtermans (2005), who refers to it as a personal interpretive 
framework which comprises ‘the set of beliefs and representations that teachers develop over 
time’ (p. 1000) and which guides teachers’ actions in their professional lives. Kelchtermans  
(2005) argues that during times of reform and when teachers feel threatened they engage in 
actions to protect, establish and restore their working conditions in a form of micropolitical 
action. He argues that one of these forms of action may be an active resistance to school 
reforms (Kelchtermans, 2005, p. 1004). Sannino (2010) contends that active resistance to 
reform can form the basis for positive change in schools. She argues that during times of change 
discussions ‘must be supportive also of the expression of conflicts’ (p. 844) contending that 
initial resistance can be transformed through these discussions. In his examination of ways in 
which emotions are experienced by teachers in responding to greater multiculturalism and 
diversity in schools, Zembylas (2010) argues that experiencing discomfort can enable teachers 
to challenge their emotions and beliefs, contending that difficult situations can be turned into 
positive expressions (p. 714), describing this as an ‘ethic of discomfort’ (p. 704) which has 
transformative potential. Zembylas (2010) argues that both teachers and pre-service teachers 
can benefit from exploring discomfort and that it can be productive in bringing about change. 
His work raises an interesting question about ways in which teachers may experience 
challenging emotions and, like Sannino’s (2010) work, raises questions of whether voices of 
resistance are able to be heard in schools during times of change or if they do not fit with what 
Shapiro (2010) describes as express-able emotions in schools. This concept is one I have 
examined in my own research as I have considered ways in which voices of dissent or resistance 
may be mediated by the school environment.  
In considering school environment I have drawn on Kelchtermans’ (2005) argument that 
researchers cannot consider teacher emotions during reform unless attention is also given to 
the working conditions at the school level and the temporal dimensions of reform processes (p. 
31 
 
1002). Kelchtermans (2005) argues that it is not an emotion but a structural condition, and, 
considering it as such, that researchers are able to understand the positive and negative 
emotions teachers may experience. Kelchtermans et al. (2009) contend that during times of 
change teachers experience a lack of congruence in being able to maintain their own standards 
for quality and that this brings about feelings of failure (p. 222). Considering workplace 
conditions, Skaalvik and Skaalvik (2009) examine the link between teacher burnout, job 
satisfaction and school context. In order to do so they establish four dimensions of school 
context which they identify as supervisory support, time pressure, relations with parents and 
autonomy (p. 520). Skaalvik and Skaalvik (2009) argue that, as organisations,  schools would 
benefit from paying greater attention to the working conditions of teachers, contending that 
the intensification of teachers’ work enhances emotional exhaustion and reduces job 
satisfaction (p. 523).  Ballet et al. (2006), in their examination of teachers’ work, argue that 
teachers face a responsibility for an increasing workload, but have less autonomy and control 
over ways in which their work is conducted. They argue that during intensification of workloads 
teachers experience negative emotions such as stress, insecurity and guilt (Ballet et al., 2006, p. 
218), with Skaalvik and Skaalivk (2009) also identifying a lack of autonomy as a feature in 
teacher burnout (p. 524). Ballet et al. (2006) argue that teachers’ responses to intensification 
and change are mediated by the school context and the teachers’ personal process of 
interpretation (p. 218). They argue that teacher responses to change are not uniform and that 
each will differ in the way they respond to these demands.  
Ballet and Kelchtermans’ (2007) case study examines teachers’ responses to the intensification 
of their work. Ballet and Kelchtermans (2007) have identified various sources of intensification 
in schools and a desire expressed by teachers to maintain control over the forms of 
implementation introduced in schools. They contend that when teachers do not have control, a 
sense of ‘discontent and resistance quickly grows’ (Ballet & Kelchtermans, 2007, p. 63). Ballet 
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and Kelchtermans (2007) introduce the concept of ‘creative coping’ (p. 64) where teachers seek 
to find a balance between their personal philosophies, private lives and the demands of 
organisational structures. This concept of teachers’ responses to change as being mediated by 
their values about their work is also identified in the work of Schmidt and Datnow (2005), who 
argue that as teachers try to make sense of reform, they experience emotions and reactions 
which are consistent with their own values (p. 949).   
Schmidt and Datnow (2005) adopt sociological and educational concepts to underpin their 
framework  of emotions in sense-making of reforms, contending that the role of emotions 
during reforms are rarely addressed (p. 949). They identify emotions which may influence ways 
teachers make sense of change processes. Schmidt and Datnow (2005) argue that clearly 
structured reforms provide teachers with the ability to identify more easily the underlying goals 
of reform and contend that teachers’ emotions are  likely to be more acute when reform 
agendas and goals are less clearly articulated (p. 956). They argue that teachers with less 
exposure to reform programs are likely to respond with anxiety and frustration because of their 
limited understandings and awareness of the reform (Schmidt & Datnow, 2005, p. 957) and they 
contend that professional development is important in guiding teachers during sense-making 
processes. Schmidt and Datnow (2005) examine reform at a classroom level, arguing the 
emotional responses are wide-ranging and stating it is ‘as if we had opened Pandora’s box’ (p. 
958). They argue that teachers need to find reform meaningful and that schools may benefit 
from teams to structure reform and to identify ways in which that reform changes current 
practice. Schmidt and Datnow (2005) argue that ultimately teachers need emotional support to 
take risks during reform processes and that without these conditions ‘we can expect to see very 
little change at the classroom level’ (p. 965). This has been pertinent to consider in relation to 
my own research and to the ways in which teachers in this case have described the kinds of 
support they require during times of change.  
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Leadership and emotion management during change  
Kelcthermans et al. (2009) argue that a working consensus in schools is comprised of  ‘implicit 
and explicit understandings, norms, procedures and practices’ (p. 226) about what constitutes 
good practice and ways to achieve that within a  school context. They argue that during times of 
change a working consensus may have side effects that emphasise pressure on teachers and 
provoke negative feelings. Kelchtermans et al. (2009) argue that the principal plays a key role in 
establishing a working consensus in schools during times of change and that a lack of support 
and direction from the principal adds to uncertainty and pressure for teachers (p. 226). In 
considering the ways in which change is introduced in schools Kelchtermans et al. (2009) argue 
that individual teacher beliefs and collective sense-making play a role in ways in which emotions 
mediate teachers’ understandings of change. They argue that there is a need to consider 
teachers’ emotional experiences in relation to the conditions in which they have to work (p. 
229), and in my research I have examined the experiences of teachers in one case, exploring 
ways in which the conditions of the school play a mediating role in the processes of change.  
The notion that reform be clearly articulated to teachers in ways that relate to their goals for 
their work is also identified in the work of Crosswell and Elliott (2004) who argue that during 
reform teachers require a willingness to invest time and enthusiasm in their work (p. 2). 
Crosswell and Elliott (2004) highlight the link between emotional attachment to teaching and 
the level of an individual teacher’s commitment to teaching. They suggest that while teacher 
commitment is related to external factors such as students, one of the key elements of teacher 
commitment is linked to personal ideology and passion for their work, going on to argue that ‘It 
appears to be a professional necessity for teachers to be emotionally committed to their work’ 
(Crosswell & Elliott, 2004, p. 10). They argue that during times of reform, school leaders need to 
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introduce reforms in ways which relate to teachers’ passions for their work. I have drawn on 
this concept of ways in which reforms may be linked to teachers’ beliefs about their work and 
the role of school leaders in conducting my own research as I have examined ways in which 
teachers in this case respond to calls for change and the ways in which they describe the role of 
leadership during times of reform.  
The role of school leadership during times of reform has been examined in previous studies. Day 
and Leitch (2001), for example, argue that professional development programs can be used to 
improve the quality of teaching and learning, and that the intersection of cognitive and 
emotional aspects are crucial for schools to consider (p. 414). Day and Leitch (2001), like 
Zembylas (2005a) and Shapiro (2010), argue that emotions in schools are managed, describing 
emotions as being ‘regulated to ensure the efficient and effective running of the organisation’ 
(p. 406) and contend that unacknowledged feelings are a feature of teachers’ professional 
identity (p.403). Day and Leitch (2001) argue that teachers make an emotional investment in 
their work, which they consider as ‘taken for granted’ (p. 411). They identify teacher emotions 
of frustration and powerlessness during times of reform and they contend that schools need to 
attend to the morale of staff during times of change (Day & Leitch, 2001, p. 412).  
Hargreaves (2005) examines teachers’ responses to education change, drawing on generational 
factors to consider ways in which teachers’ experiences of change may differ. In conducting this 
study Hargreaves (2005) uses interviews  in order to access personal experience, and the role of 
emotion. In doing so he does not identify the types of emotions to be discussed. Hargreaves 
(2005) argues that attempts to talk to teachers about named emotions are unproductive as 
there are some emotions teachers are uncomfortable discussing;  and that naming emotions 
removed the emotion from the context in which it was experienced (p. 469). Hargreaves (2005) 
suggests that during change processes early career teachers are adaptable and flexible while 
later career teachers respond to change with resistance, but also with a resilience that comes 
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from having previously weathered changes. He contends that ‘understanding how teachers’ 
experience and respond to’ (Hargreaves, 2005, p. 981) change is important to the success of 
reform agendas. He argues that it is not personality and professional identity alone which 
contribute to people’s responses to change but that age and career stage play a role in their 
responses. He contends that calls for change based on a generational focus are unlikely to 
succeed, arguing that what is required is ‘the three Ms of sustainable educational change’ 
(Hargreaves, 2005, p. 982). Hargreaves (2005) describes the three Ms as being made up of a 
mixture of teacher ages, mentoring across different generations, and memory, which he defines 
as the ‘collective learning from wisdom and experience’ (p. 982). The work of Hargreaves (2005) 
and Day and Leitch (2001) is relevant to my own research as I have examined  ways in which the 
school context plays a role in shaping teachers’ emotions about change processes and ways in 
which school leadership address the implementation of change.  
In my review of the literature I have examined studies that suggest that teachers’ emotions are 
inseparable from cognitive aspects of their work. Although I have been able to identify a variety 
of approaches to my study of emotion, I have also identified a number of studies in which the 
concept of emotions as being more than personal feelings is proposed. The literature indicates 
that to gain a comprehensive understanding of the dimensions of teachers’ work, researchers 
would benefit from developing understandings of the emotional labour of teachers’ work. I 
have suggested in my review of the literature that because of the emotional nature of teachers’ 
work, the boundary between professional and private selves is blurred, and that this blurred 
boundary be considered during times of education and school change. In my examination of the 
literature I have identified calls for a greater exploration of teacher emotions, particularly during 
times of change, along with a need for an examination of ways in which school context plays a 
mediating role in teachers’ work. In the next section of my review of the literature I have 
addressed ways in which my research contributes to the field of knowledge.  
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Contribution to the field  
In my introductory chapter I stated that an aim of my research has been to contribute to the 
field of knowledge regarding the role of emotions in teachers’ work, and in order to do so I have 
examined current issues and research in the field. I have demonstrated that there are calls in 
the literature for continued research into ways in which emotions play a role in teachers’ 
working lives, particularly during times of change. A second gap I have identified in the 
literature is a call for a greater understanding of ways in which school context plays a mediating 
role in teachers’ emotions and in relation to change. In my research I have contributed to the 
literature in these areas as I have provided a detailed examination of ways in which teachers in 
one case experience emotion as part of their professional lives. Electing to examine a case in 
which changes to curriculum and organisational structure were being implemented, I have been 
able to add to current understandings about ways in which teachers’ emotions play a mediating 
role in change processes and processes teachers draw on to make sense of education change.  
As an insider researcher in this case I have been able to examine the ways in which the school 
context plays a mediating role in teachers’ emotions and understandings of change. 
Kelchtermans et al. (2009) argue that the history of a school contributes to the experiences and 
reactions to change. They contend that this gives the context teachers work in a temporal 
dimension (p. 225). Drawing on phenomenology and insider research perspectives I have been 
able to examine the lived experience of teachers in this case and ways in which they describe 
the history of change in the school, while also drawing on my own knowledge of the school. 
Pekrun and Schutz (2007) contend that strategies for studying emotions in education are still 
being developed (p. 314), arguing that qualitative data may be used to capture the ‘richness of 
emotions experienced’ (p. 319). In my research I have demonstrated ways in which insider 
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research perspectives combined with a phenomenological approach have enabled me to 
provide a rich description of the ways teachers in this case experience emotions as part of their 
working lives, something I have discussed in more detail in Chapter Four. In my thesis I have 
discussed ways in which qualitative data may be gathered, analysed and presented in order to 
develop understandings of the mediating role emotions play in teachers’ work.  
 
Concluding comments 
In this chapter I have examined the literature on teachers’ work and the role of emotions, 
particularly during times of change. I have considered gaps in understandings of teacher 
emotions, in particular in relation to ways in which school context plays a role in teachers’ 
emotional responses during times of change. I have then identified ways in which my own 
research adds to the field of knowledge. In the following chapter, Chapter Three, I have 
introduced my methodological position and my adoption of phenomenology to inform my 
research.                                                           
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Chapter Three:  A methodological journey 
 
Chapter overview 
In Chapter Two I have discussed the background to my research, exploring theoretical 
perspectives on emotion and my adoption of a view of emotion as an interplay of personal, 
situational and relational aspects. I have examined the literature on teacher emotion as this 
pertains to my field of research, exploring gaps in existing research and discussing ways in which 
my research contributes to the field. In this chapter I have introduced the methodology which 
underpins my research, drawing on phenomenology for this purpose. In my examination of 
phenomenology in relation to my research, I have considered issues that I have identified in the 
literature. I have given primary consideration to the work of van Manen (1989, 1990, 1991, 
1994, 1995, 2002) and I have introduced ways in which I have drawn on his work in examining 
the lived experience of teachers. 
 
My journey to methodology  
In this chapter I have explored the methodological underpinnings of my research, in the process 
tracing the journey I have taken with my research. All aspects of my research are related to the 
methodology I have drawn on, so that methodology, as Clough and Nutbrown (2002) contend 
‘…irradiates the whole of the research’ (p. 31). It permeates the whole of my research, from the 
selection of the context, to the analysis of data and is present within all chapters of my thesis.  
My considerations of methodology have been the first part of the process of identifying a 
methodology that would be appropriate for my research. I have differentiated between 
methodology and method, treating  the two as different concepts, as illustrated by Crotty 
(1998), who defines methodology as ‘The strategy, plan of action, process or design lying behind 
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the choice and use of particular methods and linking choice and use of methods to desired 
outcomes’ (p. 3). Clough and Nutbrown (2002) also explore the nature of methodology, 
describing its purpose as one which ‘...shows how research questions are articulated with 
questions asked in the field. Its effect is a claim about significance’ (p. 29). These two examples 
illustrate that methodology influences the selection of methods, and is linked to notions about 
the nature of knowledge and the theoretical perspectives informing my research.  
The aim of my research is to explore ways in which emotions play a mediating role in teachers’ 
working lives, in particular during times of school change. In considering the methodology and 
method to draw upon for my research I have needed to consider the kind of knowledge I 
anticipated that I would generate and ways in which I viewed that knowledge production. It is 
this concept which has led to my initial exploration of ontological and epistemological 
positionings. 
 
Issues of ontology and epistemology  
Cresswell (2007) contends that the design of research commences with ‘philosophical 
assumptions’ (p. 15), with these assumptions related to issues of ontology and epistemology. 
Cresswell (2007) defines ontology as the nature of reality, and he argues that when researchers 
draw on qualitative research they embrace ‘the idea of multiple realities’ (p. 16). Grix (2004)  
contends that ontological positions are based on the concepts of foundationalism or anti-
foundationalism, where a foundationalist ontology regards the world as ‘existing independently 
of our knowledge of it’ (Grix, 2004, p. 80). An anti-foundationalist ontology regards the world as 
not existing without our knowledge of it,  being socially constructed by individuals and their 
interactions (Grix, 2004, p. 83). Zeegers and Barron (2010) contend that a position which sees 
social reality as constructed has ‘provided impetus to alternative strategies taken up by 
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scholars’ (p. 99). An ontological position which embraces the notion of multiple realities is 
pertinent to the design of my research and the strategies I have used in examining teachers’ 
lived experience, and I am conscious that the teachers in my case may have different 
experiences and different perceptions of the realities of their work.  
Crotty (1998) contends that issues of ontology and epistemology merge (p. 10), with an 
ontological position informing one’s view of the world one is researching. In light of that view I 
have continued my discussion with a brief exploration of the epistemological position that I 
have taken in conducting my research. Epistemology can be defined as what constitutes 
knowledge and its production (Kincheloe, 2005). My epistemological position is based on my 
understanding of ways in which I come to know what it is I know, so epistemology becomes, as 
Crotty (1998) describes it, ‘...a theory of knowledge’ (p. 3), or as Cresswell (2007) contends, 
‘...how the researcher knows what he or she knows’ (p. 16).  Crotty (1998)  traces the 
development of three key epistemological frameworks,  objectivism, constructivism and 
subjectivism (p. 5), each with a different theory of knowledge production. In considering my 
own epistemological position I have turned to the focus of my research and my research 
questions. Examining the central question of the role emotions play in teachers’ professional 
lives, in particular during times of school change, I have taken the epistemological position of 
subjectivism. The epistemological stance of subjectivism frames meaning as being given to an 
object by the subject. It is a stance which differs from that of objectivism, which contends that 
‘...meaning and therefore meaningful reality, exists as such apart from the operation of any 
consciousness’  (Crotty, 1998, p. 8), or as Zeegers and Barron (2010) refer to it, as ‘”out there” 
as part of natural systems’ (p. 99) . My positioning within a subjectivist epistemology is 
particularly appropriate for my research, where I have sought to make visible teachers’ lived 
experiences of the role of emotions in their working lives. In my research the notion of an 
external reality such as that sought by using an objectivist approach has not been appropriate as 
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I have been more concerned with studying the meanings that teachers give to their experiences. 
In this exploration of teachers’ experiences I have adopted the ontological and epistemological 
position that there may be multiple realities (Cresswell, 2007, p. 16). It is this concept of the 
meanings imposed on the experience by the subjects which enables me to position my research 
within a subjectivist epistemology.  
 
Interpretivism  
Given such considerations I have adopted an interpretivist position in relation to my research, a 
position which is consistent with a subjectivist epistemological stance. Grix (2004) contends that 
there are three broad paradigms for research: positivist, post-positivist, and interpretivist (p. 
78). Grix (2004) describes positivism as a research paradigm drawing on a foundationalist 
ontology, with a positivist position generating causal statements and using scientific methods 
(p. 81). Post-positivism shares a foundationalist ontology with a positivist paradigm, and 
incorporates the possibilities for interpretation in research (Grix, 2004). Grix (2004) contends 
that  post-positivists adopt scientific method in an attempt to understand and explain the social 
world (p. 86). Foundationalist ontology adopted by positivism and post-positivism differs from 
interpretivism as interpretivism is based on an anti-foundationalist ontology which regards the 
world as being socially constructed (Grix, 2004, p. 83). The adoption of an interpretivist position 
has enabled me to explore ‘culturally derived and historically situated interpretations of the 
social life-world’ (Crotty, 1998, p. 67). Grix (2004) contends that researchers working within an 
interpretivist paradigm study the world from within and focus on the ‘meanings given to the 
world in which those studied live’ (p. 84). This notion is particularly relevant to my own research 
which has sought to give voice to the experiences of teachers in one case.  
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Qualitative approaches 
Adopting an interpretivist position, I have decided on a qualitative approach to my research. 
Patton (1990) argues that qualitative approaches allow researchers to study issues in depth and 
detail, while quantitative approaches necessitate the use of standardised measures, where 
human experience is forced into a number of pre-determined categories (p. 13). Brewer (2000) 
contends that researchers taking qualitative approaches are predisposed to ask the types of 
questions exploring the meanings, beliefs and attitudes of subjects (p. 3).  A qualitative 
approach is appropriate for my research as I have no pre-existing categories for the types of 
experiences teachers may have in the school context. Rather, I have used this approach to draw 
the lived experience of the participants from my data. In developing the interview questions for 
my research, I have adopted a semi-structured approach which has enabled participants to 
describe their experiences, rather than directing them towards specific types of emotional 
responses, something I have discussed in greater detail in Chapter Four. In their descriptions of 
moments of their teaching through personal anecdotes and experiences, participants in my 
research have been able to reflect and think about those experiences, actions which van Manen 
(1989) argues, open up the possibility for ‘...phenomenological reflection and understanding’ (p. 
232). This has enabled me to consider what Grix (2004) describes as the meanings given to the 
world in which participants live. It is this qualitative approach which has enabled me to draw on 
traditions of phenomenology as the methodology informing my research, and I have considered 
my adoption of this methodology in the following section of this chapter.  
The phrasing of my research question and the positioning of my research as an interpretivist 
one has led me to a methodology based upon phenomenology, which can be defined as a 
systematic attempt to explore and describe the meaning of lived experience. Lyotard (1991) 
argues that in phenomenology researchers turn to the ‘...things themselves, describe them 
correctly and draw from this description an interpretation of their meaning’ (p. 98). In 
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considering the methodological approach informing my research I kept referring to my research 
questions and my focus on examining the role that emotions play in teachers’ working lives. 
When describing my own experiences and understandings of the world, my experience has 
been that language that has been used has enabled me to convey the richness of human 
experience; in developing a methodological approach I have sought an approach that would 
enable the words of the participants to be a key element. I was most concerned about 
discovering ways in which teachers described their working lives and their experiences of the 
role that emotions played in their work. I have sought to make visible ways in which teachers 
have used language to articulate their lived experience. It has been this focus on the lived 
experience of teachers which has led to the phenomenological approach that I have adopted. I 
have adopted a phenomenological approach drawing largely on the work of van Manen (1989; 
1990; 1991; 1994; 1995; 2002) something which I have explored in more detail below. A 
characteristic of this approach is the notion of phenomenological writing being a key element in 
the representation and analysis of the data. In the next section of the chapter I have engaged a 
discussion of phenomenology, before considering ways in which I have drawn on that work of 
van Manen and others to inform my approach to methodology.  
 
Phenomenology 
My research is underpinned by considerations drawn from my study of phenomenology, by 
which means a phenomenon is explored to make visible people’s experiences and 
understandings of that phenomenon. The exploration of a phenomenon for investigating 
people’s reactions to them can be equally applied to other research methodologies and I have 
considered what it is that distinguishes phenomenology from other approaches, while 
discussing why it is appropriate for my research. Barnacle (2001b) contends that 
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‘phenomenology begins with wonder’ (p. 3). She goes on to argue that phenomenology is 
listening to the question that will come, rather than examining questions already asked. In 
considering this notion of phenomenology as wonder as a starting point, I was taken back to my 
initial motivations for pursuing this research. It was my wonder, based on my own experiences, 
about ways in which other teachers experience their working lives and emotions in times of 
change that led to the formulation of my research question.  
Crotty (1998)  argues that in drawing on language to describe experiences, phenomenology 
presents the reader with a ‘re-interpretation’ (p. 82) of experience. He goes on to contend that 
phenomenology is an act of critique which ‘...calls into question what we take for granted’ 
(Crotty, 1998, p. 83), or as Husserl (1931) describes it, that which ‘...stands before our eyes’ (p. 
43). Merleau-Ponty (1989) describes phenomenology as a study of essences which attempt to 
provide a ‘...direct description of our experience as it is’ (p. vii). It is this concept of examining 
experiences as they are which lies at the heart of the phenomenological approach. Laverty 
(2003) describes a phenomenological approach as focusing on ‘...the world as it is lived by a 
person, not the world or reality as something separate from the person’ (p. 4). Phenomenology 
is positioned within an anti-foundationalist ontology where the world is socially constructed by 
individuals and their interactions (Grix, 2004, p. 83). Phenomenology, then, signifies a shift away 
from the concept of an objective reality of the world that is separate from the individuals in the 
world (Laverty, 2003, p. 4). 
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Critiques of phenomenology 
This approach of examining phenomena in context is not without its critics, with Bourdieu 
(1977) arguing against the subjectivist focus of phenomenology. For Bourdieu (1977), the 
subjectivist approach of phenomenology fails to address ways in which lived experience is 
shaped and constructed. Bourdieu (1977) argues:  
 The knowledge we call phenomenological...sets out to make explicit the truth of 
primary experience of the social world, i.e. all that is inscribed in the relationship of 
familiarity with the familiar environment, the unquestioning apprehension of the social 
world which, by definition, does not reflect on itself  (p. 3) 
Endress (2005, p. 60) examines Bordieu’s argument that a subjectivist approach which does not 
question ways in which the social world is constructed fails to acknowledge the factors of 
knowledge production and power. Bourdieu’s critique of phenomenology has been addressed 
by others, including Throop and Murphy (2002) and Endress (2005). Throop and Murphy (2002) 
trace the orientations of Bourdieu’s (1977) own theory of habitus, before moving on to conduct 
a critical examination of his critique of phenomenology. Throop and Murphy (2002) argue that 
Bourdieu’s stance on phenomenology is based upon what he perceives as the privileging of 
individual experience and phenomenology’s failure to examine ways in which lived experience is 
produced (p. 190). They counter this claim by arguing that phenomenology is based on the 
‘...rigorous and detailed exploration of the contents and structures of consciousness’ (Throop & 
Murphy, 2002, p. 191). They go on to contend that Bourdieu’s critique is based on his 
misunderstanding of phenomenology (Throop & Murphy, 2002). Throop and Murphy (2002) and 
Endress (2005) argue that Bourdieu draws on similar ideas to phenomenology in his own work 
on habitus (Bourdieu, 1977), and that Bourdieu’s arguments against phenomenology are 
‘misguiding’ (Endress, 2005, p. 70). While I have given careful consideration to and acknowledge 
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Bourdieu’s stated concerns about phenomenology, I have nevertheless taken up the counter 
arguments to Bourdieu’s that have been offered in my own drawing on phenomenology in my 
research. Crotty’s (1998) critique of phenomenology differs from Bourdieu’s (1977) as Crotty 
contends that what is ‘...usually presented today as phenomenology’ (p. 83) is removed from 
the phenomenological tradition of Husserl (1931). I have addressed Crotty’s (1998) critique in 
the next section of this chapter where I have examined in more detail the role of 
phenomenology  as informing my approach.  
 
Phenomenology and bracketing  
One of the key developments in phenomenology has been what Sokolowski (2000) sees as the 
second stage of the phenomenological movement (p. 213), based on the work of Heidegger 
(1962, 1977). Heidegger (1962) contends that descriptions of experience are influenced by an 
individual’s background or historicality (Laverty, 2003, p. 9). Laverty (2003) argues that 
Heidegger’s (1962) views erased a distinction between individuals and experience, that one 
cannot exist without the other and it is this view which informs a phenomenological approach 
(p. 14). Van Manen (1990) argues that phenomenology is descriptive as it pays attention to the 
focus of the research, and that it is interpretive as it claims that there are no uninterpreted 
phenomena (p. 180 – 181).  
In turning to phenomenology I have considered ways in which the concept of bracketing relate 
to the approach I have adopted in my research. Bracketing, a concept developed by Husserl 
(1931), is a process of suspending judgement, or of bracketing existing beliefs about a 
phenomenon in order to see it more clearly (Laverty, 2003, p. 6). Laverty (2003) contends that 
the process of conducting phenomenological research incorporates self-reflection for the 
researcher, arguing that the point of this reflection is to bracket biases and assumptions (p. 17). 
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For Laverty (2003),  the role of this self-reflection in phenomenology is to allow researchers to 
outline ways in which their experience relates to the issues being researched (p. 17). Laverty 
(2003) argues that reflective journals used by researchers in phenomenology are a method for 
reflection and interpretation, and that in the final research product, the personal assumptions 
of the researcher may be included to demonstrate how interpretation has occurred (p. 18).  
Sharkey (2001) argues that in a phenomenological approach researchers  do not seek to bracket 
or eliminate a researcher’s prior understandings or assumptions, but use them as the entry 
point for understanding and interpretation, in a process that tests these understandings (p. 17). 
Sharkey (2001) contends that phenomenology encourages researchers to remain open to 
continual confirmation or variation of understanding as the research unfolds (p. 17).  Sharkey 
(2001) goes on to argue that the concept of bracketing assumptions has been reconsidered 
within the field of phenomenology stating: 
...the task of interpretation is not one of jettisoning one’s prior understandings, it is 
rather one of discovering them and testing them and rejecting or affirming them in the 
dialogical play of interpretation (p. 30).  
It is this concept of using one’s prior experiences and assumptions in the process of 
interpretation that has enabled me to use my research and teacher journals in the method I 
have used in my research, something I have discussed in more detail in Chapter Four.  
 
Phenomenology as methodology  
As stated at the beginning of this chapter, I have drawn on the work of van Manen (1989, 1990, 
1991, 1994, 1995, 2002) in developing my understandings of phenomenology to inform my 
research. In this section of this chapter, I have examined key points of phenomenology that I 
have drawn on in conducting my own research. Van Manen (1990) argues that in 
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phenomenology researchers are questioning ways in which  ‘…we experience the world’ (p. 5), 
and while this again is not unique to phenomenology, what distinguishes this methodology from 
others is that it does not prescribe a structure to be imposed on the phenomenon in advance. 
Barnacle (2001b) argues that phenomenology has a receptivity related to the phenomenon 
being explored (p. 4). This does not mean that phenomenology lacks a rigorous approach, but 
rather that as a mode of research the ideas that drive the research processes unfold during the 
research rather than being applied in advance (Barnacle, 2001b, p. 9). This has been of 
particular relevance to my research as I examined teachers’ experiences and understandings as 
they described it, and although I had my own experiences, I wanted to discover what other 
teachers’ lived experiences were.  
Phenomenology does not imply a prescribed structure on the phenomenon, with van Manen 
(1990) arguing that what this does is allow the researcher to explore the question of ‘what is 
this or that kind of experience like?’ (p. 9). In exploring what a phenomenon is like, researchers 
drawing on phenomenology seek to describe human experience, and then reflect on the 
meanings which are embedded in the descriptions of that experience. Van Manen and Li (2002) 
argue that phenomenological texts make visible ‘...non-cognitive dimensions of our professional 
practice’ (p. 219), something which I have drawn on in my research in order to come to an 
understanding of  ways in which emotions mediate and play a role in teachers’ professional 
lives, in particular during times of school change. In order to do this, I have designed a research 
project and used a method that is in keeping with the conventions of phenomenology, 
discussed in more detail in Chapter Four.  
The focus of phenomenology is on the nature of lived experience (Barnacle, 2001a, 2004; Burch, 
1990), with that lived experience taking place in the life-world. Barnacle (2004) defines the life-
world as ‘the everyday, intuitive, world of our day-to-day experiences’ (p. 58). Van Manen 
(1990) explains the life-world as the ‘world of the natural attitude to everyday life’ (p. 7) , 
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highlighting how the life-world is seen to be pre-reflective. He argues that in phenomenology 
any phenomenon is a possible lived experience and it is these experiences of the life-world that 
are the data of phenomenology (van Manen, 1990, p. 63). Van Manen (1989) contends that 
phenomenological description produces a practical theorising, and enables researchers to 
consider the meanings of the experience (p. 247).  Discovering the meanings of an experience 
relates to the processes of identifying those aspects which are central to the phenomenon. I 
have explored this concept further in my chapter on research design, Chapter Four, where I 
have outlined the processes of data generation and analysis that I have engaged.  
 
The phenomenological attitude 
Sokolowski (2000) refers to the ‘phenomenological attitude’, which is the focus and reflection 
adopted when examining the ‘natural attitude’ (p. 42). Van Manen (1990) acknowledges that 
the phenomenological attitude is always recollective by nature as it is a reflection on 
experiences already lived through (p. 10). Burch (1990)  contends that phenomenological 
reflection takes into account those things which are meaningfully singled out from lived 
experience (p. 132). For van Manen (1990), phenomenological questions are those which 
explore the meaning and significance of phenomena and it is through the examination of those 
questions that phenomenological researchers aim to develop a deeper understanding of both 
the nature and meaning of everyday experiences (p. 9). This is a concept which has influenced 
the design of my research as I have sought to explore the experience of teachers’ work and the 
role of emotions in their work during times of school change.  
Van Manen (1990) makes a distinction between methodology and method, arguing that 
phenomenological research method involves an interplay between six research activities which 
are:  
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turning to the phenomenon; investigating experience as it is lived; reflection on the 
themes characterizing the experience; describing the phenomenon through writing; 
maintaining a pedagogical reflection to the phenomena; and balancing parts and the 
whole in relation to the research context (pp. 30 -31).  
The research activities described by van Manen (1990) are pertinent to ways in which I have 
conducted my research. The first of the activities, turning to the phenomenon (van Manen, 
1990, p. 30), has involved my considerations of the role emotions play in teachers’ working lives 
and as part of this initial step in my research I identified the site for my research, discussed 
further in Chapter Four. In considering van Manen’s (1990) second activity, ‘investigating 
experience as it is lived’ (p. 30), I have drawn on the use of semi-structured interviews as a 
strategy of data collection in order to enable me to remain as close as possible to the lived 
experience of participants. The third activity, describing the phenomenon through writing, and 
the fourth, maintaining a pedagogical reflection to the phenomena, have informed the process 
of data analysis and display that I have used in my research.  The notion of describing the 
phenomenon through writing has enabled me to use participant voices to construct narratives 
which represent as closely as possible the lived experience of teachers in this case.  
Van Manen (1991) contends that when humans reflect on experiences, they  begin to become 
aware of the significance of the experience which can then be presented through 
phenomenological description (p. 116). Crotty (1998) is critical of those phenomenological 
approaches which focus on representing everyday experience from participants’ viewpoints. He 
argues that approaches which attempt to ‘...identify , understand, describe and maintain the 
subjective experiences of the respondents’ (p. 83) lack the element of critique present in more 
traditional forms of phenomenology. According to Crotty (1998), the element of critique in 
phenomenology ‘...calls into question what we take for granted’ (p. 83). Van Manen (1990) 
acknowledges that phenomenology has been dismissed as a merely descriptive or interpretive 
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methodology, but he maintains it is a ‘...critical philosophy of action’ (p. 154). He goes on to 
argue that a phenomenological approach enables a greater awareness of ‘taken-for-granted’ 
aspects of life, which may then lead to acts of ‘speaking up or out’ (van Manen, 1990, p. 154).  
He argues that this personal engagement enables a unique understanding of a particular 
situation. For the purposes of my research, I have taken a phenomenological approach to be 
more than a description of the lived experience of participants as it provides an insight to the 
mediating role that emotions play in teachers’ work, in particular in times of school change. My 
research has then become a vehicle to develop understandings about teachers’ emotions and 
their work, and to facilitate discussion about ways in which schools may address issues of 
teacher emotions during times of change.  
Having traced the development of my methodological journey to phenomenology, based largely 
on the work of van Manen (1989, 1990, 1991, 1994, 1995, 2002), I have been able to 
demonstrate an understanding of issues facing phenomenological researchers as they engage 
critiques of it as a methodological approach to research. In adopting a phenomenological 
approach for my research I have been able to explore ways in which teachers experience 
emotions during times of school change. One of the elements of van Manen’s (1990) approach 
to phenomenology is that of the four existential themes identified by him, and I have given 
consideration to the roles of these themes in the following section of this chapter.  
 
Four existential themes of phenomenology 
Van Manen (1990) contends that there are four existential themes which ‘pervade the 
lifeworlds of all human beings’ (p. 101), and he argues that these themes may be useful in 
guiding  questioning, reflection and writing in phenomenological research processes. Van 
Manen (1990) identifies these four existentials as lived space (spatiality), lived body 
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(corporeality), lived time (temporality), and lived human relation (relationality) or lived other (p. 
101). He argues that lived experience may be described within the structure of these four 
existential themes and considers each one in detail. Van Manen (1990) describes lived space as 
‘felt space’, explaining that the space ‘in which we find ourselves affects the way we feel’ (p. 
102). He argues that when considering experiences it is useful to examine the nature of the 
lived space and ways in which it contributes to the experience. I have found this a useful 
concept as I have examined ways in which school context mediates ways in which teachers 
describe their experiences of emotions in their work.  
Van Manen (1990) refers to the second existential theme, lived body, from the standpoint of 
one always being bodily present in the world (p. 103). This concept of corporeality is interesting 
to consider in relation to ways in which teachers experience emotions in their work, and the 
ways their experiences of emotions may be represented in physiological changes or actions. The 
third theme van Manen (1990) refers to is that of lived time, arguing that a person’s temporal 
landscape consists of their past, present and future (p. 104). The concept of temporality is 
pertinent to my research as I have considered ways in which past experiences and future hopes 
are represented in the interview transcripts from teachers in this case. The concept of lived time 
is also pertinent to the school selected as the case, which has its own temporal landscape of the 
past, present and future. This theme of lived time is relevant to examine in relation to ways in 
which teachers describe their sense of the future in relation to their past or present experiences 
of emotions in their work.  
Van Manen’s (1990) fourth existential theme is that of the lived other (relationality) and 
represents the relations formed with others. In my own research, examination of the lived other 
has enabled me to explore ways in which teachers in this case have described their relations 
with others, particularly those in positions of school leadership. Van Manen’s (1990) argument 
that these four existential themes underpin lived experience and can be used as a guide for 
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phenomenological reflection is something which I have drawn on as part of the process of data 
analysis as well. In Chapter Four I have described ways in which I have used these four themes 
as an initial stage of the processes of data analysis and display.  
In the next chapter, Chapter Four, I have outlined ways in which I have developed a research 
design in keeping with the methodology selected. As part of giving consideration to 
methodology and in moving towards an articulation of the design of my research, there has 
been one more consideration I have needed to make in relation to an epistemological and 
methodological journey. It is with that in mind that I have introduced a consideration of issues 
of validity and their place in my research.  
 
On validity 
In considering issues of validity in relation to my research, I have been drawn to the work of 
qualitative researchers such as Sultana (1991) who argues that there is no one interpretation of 
reality and that there is no ‘neutral standpoint’ (p. 63) from which research can be conducted. 
Grix’s (2004) contention of three paradigms for positioning research (p. 78), leads to different 
positions regarding the role of validity in research. The positivist position includes the concept 
of an objective reality and a neutral researcher and although other paradigms exist, the 
positivist standards for validity continue to have an influence on paradigms such as those 
adopted in an interpretivist position (Denzin & Lincoln, 1998, 2000; Lather, 1993; LeCompte & 
Goetz, 1982; Lincoln & Guba, 1985; Seale, 1999). Zeegers and Barron (2010) argue that although 
new fields of inquiry have developed, there is still a privileging of ‘particular epistemes’ (p. 99). 
LeCompte and Goetz (1982) argue that a ‘common’ (p. 31) criticism of qualitative research is its 
failure to meet established procedures for reliability and validity. Procedures based on a 
positivist tradition pose what LeCompte and Goetz (1982) refer to as a ‘herculean problem’ (p. 
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35) for researchers focused on behaviour or unique phenomena. In relation to my own 
research, procedures for reliability and validity from a positivist position do not adequately 
reflect the considerations I have made as I have navigated such issues. 
In considering the notion of validity I have drawn on Lather’s (1986, 1993) works in which she 
argues for a reconceptualisation of the nature of validity for a range of paradigms. She contends 
that  ‘specific techniques of validity are tied to paradigmatic assumptions’ (Lather, 1986, p. 66), 
necessitating a reframing of concepts of validity in line with changing paradigms. Lather (1986) 
argues that researchers are required to be more ‘systematic’ in establishing the 
‘trustworthiness’ of the data (p. 67) and in her work highlights a number of terms, such as the 
one of ‘trustworthiness’ associated with the concept of validity in qualitative research. In 
Lather’s (1993) later work she continues her discussion on the conditions of validity, which she 
describes as ‘the conditions of the legitimation of knowledge in contemporary post positivism’ 
(p. 673). She argues that in qualitative fields a number of attempts has been made to solve the 
‘problem’ of validity, referring to processes such as member checks and triangulation (p. 675).  
Lather (1993) argues that these solutions have been temporary and that the problem of validity 
continues in the social sciences research. Lather (1993) sees this problem as an ‘incitement to 
discourse’ (p. 674) proposing alternative framings of validity in qualitative research, which draw 
on anti-foundational discourse theory (p. 676). She suggests that the notion of validity is a 
dynamic concept with which researchers are required to engage continually as they discover 
and develop new ways of reframing and dealing with the challenges of validity in qualitative 
research.  
In drawing on this notion I have engaged a discussion of issues of validity in my own research. In 
his contribution to the debate on validity, Scheurich (1997) contends that there is a number of  
‘masks’ of validity in different research paradigms, but for him, they all share a common and 
‘disturbing’ sameness (p. 80). He argues that the meaning of validity has become known as the 
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‘warrant of trustworthiness’ (p. 81) and it is this concept of trustworthiness that Scheurich 
(1997) finds disturbing. He contends that the concept of validity is a hangover from positivist 
approaches, producing what he represents as ‘a truth map’ which is bounded on one side by 
acceptable research and unacceptable research on the other (Scheurich, 1997, p. 83). 
Scheurich’s (1997) work highlights an important aspect in a discussion on validity, that is, its 
reinforcement of boundaries between acceptable and non-acceptable forms of research. I have 
drawn on the ideas of Scheurich (1997) and Lather (1986, 1993) as I have turned to notions of 
validity in my own research.  
Framing my own approach to this issue in my research, I have considered the debate in light of 
the phenomenological and interpretivist approaches I have adopted. Laverty (2003) contends 
that the primary aim of the interpretivist approach is the understanding and reconstruction of 
experience (p. 13). Laverty (2003) goes on to argue that as a consequence of this approach 
issues of reliability and validity are addressed through concepts of rigor and trustworthiness (p. 
13). Laverty (2003)  considers this concept of trustworthiness and rigor as having formed what 
Scheurich (1997) calls the masks of validity in qualitative research. Turning  again to van Manen 
(1990), I have found a call for the ‘normal scientific requirements or standards of objectivity and 
subjectivity’ (p. 20) to be reconceptualised. Van Manen (1990) reframes the term ‘objectivity’, 
describing it as a process where ‘the researcher remains true to the object’ (p. 20) and 
subjectivity as being perceptive and describing the object in ‘greatest depth’ (p. 20). As I have 
described it earlier in this chapter, bracketing is used by those drawing on phenomenology to 
suspend judgement or to bracket existing beliefs about a phenomenon in order to examine it 
(Laverty, 2003, p. 6). In my research I have drawn on Sharkey’s (2001) reconsideration of 
bracketing where prior understandings are tested and either confirmed or rejected (p. 30). In 
using my research and teacher journals I have been able to articulate my own assumptions and 
understandings and then consider them in light of the data I have collected, all of which has 
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been part of the process of engagement that I have had with my research. Sharkey (2001) refers 
to phenomenology  ‘engaging’ with the field and ‘communicating the meaning and truth of 
what was encountered’ (p. 34). Drawing on Sharkey’s (2001) ideas I have been able to position 
myself as a researcher engaged with my research to show it in as full depth as possible. As a 
researcher drawing on phenomenology, the notion of validity becomes an issue within my 
research as far as my having taken as a central focus the concept of my engagement with it. 
 By outlining the processes of my research design and the steps in my analysis of data, I have 
been able to demonstrate a continual engagement with the lived experience of the participants 
in my research.  I have made no claims to things such as rigour and trustworthiness in relation 
to my research, drawing on Laverty’s  (2003) argument that in a phenomenological approach to 
research the multiple stages of data analysis and interpretation are in themselves important to 
the rigour of the work (p. 23). Building on this argument, I have argued that the strategies of my 
data collection and the processes of analysis, which I have outlined in Chapter Four, have 
enabled me to remain close to the lived experience of participants. This ability to remain 
engaged with the voices of participants has enabled me to present my examination of ways in 
which emotions play a mediating role in teachers’ working lives. The detailed discussion of the 
design of my research which I have presented in Chapter Four, provides a clear representation 
of ways in which I have gone about the processes of my research, illustrating my engagement 
with my work. For my research, this notion of engagement with the topic and the method I have 
used have provided me with the means with which to present a detailed examination of the 
case that I have presented. Rather than focusing on a discussion about validity based on a 
positivist tradition, I have moved towards a focus on engagement with the topic and towards 
what Lather (1993) describes as the ‘incitement to discourse’ (p. 674) about a changing concept 
of validity in qualitative research. 
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Concluding comments 
In this chapter I have represented my methodological journey, beginning with my positioning 
within a subjectivist epistemology and interpretivist approach. I have then considered the field 
of phenomenology and have outlined ways in which this approach has enabled me to draw on 
my own lived experience as a teacher, while also investigating the experiences of other 
teachers. In the following chapter, Chapter Four, I have discussed ways in which I have drawn on 
a phenomenological approach to inform the research design.  
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Chapter Four: Research design  
 
Chapter overview 
In the previous chapter, Chapter Three, I have explored my chosen approach of phenomenology 
as being best suited to my research questions and focus. In this chapter I have outlined the 
design of my research. I have begun by linking the methodology underpinning my research to 
my chosen method, that of case study. I have also provided a discussion of the ways in which I 
have analysed the data, including examples of different stages of data analysis. 
 
 
Introduction 
In Chapter Four, drawing on the work of Crotty (1998), I discussed phenomenology as the 
methodology informing my research. In this chapter I have outlined the methods that I have 
employed and the strategies I have adopted in data collection and analysis. The methods I have 
used in my research are informed by phenomenology, enabling me to explore the lived 
experience of teachers in one school context. Phenomenology, as explored in the previous 
chapter, takes human experience as its central focus, raising questions about what a particular 
experience is like, particularly during times of change. In my research, phenomenology has 
enabled me to explore the lived experience of being a teacher in times of change in school. 
Drawing on the literature explored in the literature review, I have framed my research questions 
in light of existing gaps in the field and in the methodology I have used in my research. In 
drawing on phenomenology, I have turned to ‘the things themselves’ (Lyotard, 1991, p. 98) in 
order to gain an insight to teachers’ emotions in their working lives. I have introduced the 
research questions in the first chapter of my thesis, but now as I have turned to an examination 
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of the method used in my work, I have revisited the questions in order to illustrate ways in 
which they have shaped the design of my research.  
As previously outlined in Chapter One, my primary research question is:  
In what ways are teachers’ professional lives mediated by their emotions?  
I have also framed two subsidiary research questions:  
1. In what ways is the implementation of change reforms mediated by teachers’ emotional 
responses?  
2. In what ways are the emotional aspects of teachers’ professional lives mediated by 
school context?  
In considering my research questions in light of phenomenology, I have needed to select a 
research method that would enable me to collect and analyse data that provides an insight to 
teachers’ lived experience. One of the first decisions I had to make in the design of my research 
was ways in which I was going to frame my work, which teachers I would focus on and why I 
would choose those particular teachers to invite to participate in my research. The method I 
have adopted in the design of my research is that of case study. In the next section of this 
chapter, I have explored reasons for having selected case study as a method and ways in which 
case study is consistent with a phenomenological approach to my research.  
 
Case study  
Using case study as a method in my research has enabled me to frame and bound my research. 
In exploring the lived experience of teachers I have wanted to examine that experience in one 
school context to come to a greater understanding of ways in which emotions play a mediating 
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role in their professional lives. It is this focus on one school context which has led to my 
selection of a study of a single case. The value of case study method lies in its ability to provide a 
focus on ‘the particularity and complexity of a single case’ (Stake, 1995, p. xi).  Yin (2006) argues 
that case study provides an in-depth understanding of a case in a ‘real-life context’ (p. 111), one 
of the major features of the method (Baxter & Jack, 2008; Eisenhardt, 1989; Flyvbjerg, 2004; 
Gomm, Hammersley & Foster, 2000; Noor, 2008; Silverman, 2005; Sturman, 1995; Yin, 2006). It 
is this focus on developing an in-depth understanding of a case which has been pertinent to the 
design of my own research, enabling me to focus on the lived experience of teachers in this 
case. I have examined features of case study in the next section of this chapter, identifying ways 
in which it is appropriate for the design of my research.  
 
Features of case study research  
As I have stated above, the value of case study lies in the scope that it provides to research 
phenomenon in real life situations (Yin, 1984, p. 23), and in drawing on the phenomenological 
approach I have used in my research, case study has provided me with the opportunity to 
explore the lived experience of teachers in a school context, one which was at the time, 
undergoing deliberate and conscious processes of change. Yin (1984) defines a case study as:  
an empirical inquiry that investigates a contemporary phenomenon within its real life 
context; when the boundaries between phenomenon and context are not clearly 
evident, and in which multiple sources of data are used (p. 23).  
This definition of case study raises considerations of the types of data collected in case study, 
Stake (1978) argues that personal observation is a type of data used in case study (p. 7). Yin 
(2006) contends that in case study researchers are able to make observations and collect data in 
natural settings. Multiple sources of data can be used in case study (Noor, 2008; Yin, 1981, 
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2003, 2006) in order for the researcher to gain an in-depth understanding of the phenomenon. 
Yin (2006) argues that in drawing on multiple sources, researchers are able to establish 
‘converging lines of evidence’ (p. 115) in a process of triangulation. This triangulation of data is 
intended to make outcomes of the case study as ‘robust’ (Yin, 2006, p. 115) as possible. In the 
design of my own research I have gathered data from interviews, my teaching journal and my 
research journal in an attempt to gain as full a picture as possible of ways in which emotions 
play a mediating role in teachers’ work, something I have discussed in more detail below. 
Considering the concept of the case for study, Stake (1978) has argued that a case study can be 
a ‘bounded system’ (p. 7), while Merriam (1988) argues that this system could be an event, 
program, person, process or social institution (p. 9). Drawing on these concepts I have selected 
a case of one school undergoing a process of change, and which I have considered in more 
detail in this chapter.  
Yin (2006) argues that the process of conducting case study research is one in which researchers 
may need to undertake data collection and analysis concurrently. He argues that through this 
process researchers are able to redefine the case after collecting some early data, with such a 
move requiring the reshaping of research questions (Yin, 2006, p. 113). Case study as a method 
for my own research has enabled me to engage continually with the collection and analysis of 
data and to refine my research questions as I engaged data collection. Considering ways in 
which data is presented in case studies, I have used an approach of phenomenological writing 
which I have drawn from the work of Sharkey (2001) and van Manen (1990). Stake (1978) 
argues that case studies draw on a writing style which may be narrative in nature and include 
verbatim quotations (p. 7). In similar vein, Flyvbjerg (2004) refers to the use of description in 
case study,  contending that case study researchers include phenomenological detail in their 
work (p. 431). These two viewpoints are pertinent to my own work where I have drawn on 
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phenomenology in engaging the data, something I have discussed in greater detail below in this 
chapter.  
 
Issues in the use of case study  
While case study provides researchers with the ability to develop understanding of a case, it has 
been criticised in relation its value in providing generalizations (Bassey, 2001; Donnmoyer, 
2000; Dubois & Gadde, 2002; Flick, 2009; Flyvbjerg, 2004; Mason, 2002; Rowley, 2002). 
Flyvbjerg (2004) examines what he regards as misunderstandings about the nature of case 
study, including the argument that generalization cannot be made from an individual case (p. 
421). In addressing this criticism of case study, Flyvbjerg (2004) argues that in conducting a case 
study a researcher makes visible details about the object of study and while that knowledge 
may not be ‘formally generalized’ (p. 424) it can become part of what he describes as the 
‘collective process of knowledge accumulation’ (p. 424). In this way, Flyvbjerg (2004) criticises 
the concept of formal generalization, arguing that a descriptive case study can be of value in 
identifying a path toward ‘scientific innovation’ (p. 424). He contends that researchers can 
generalize on the basis of a single case and argues that formal generalization is overrated at the 
expense of the ‘force of example’ (p. 425). Stake (1978) contends that when the aim of a case 
study is understanding, then the disadvantages of its use disappear (p. 6). He too addresses the 
concept of generalization in relation to case study, arguing that through case study researchers 
gain a ‘full and thorough knowledge of the particular’ (p. 6), with this knowledge functioning as 
a form of generalization. Stake (1978) argues that the generalization researchers make from 
case study is not a ‘scientific induction’ but ‘naturalistic generalization’ which recognises the 
similarities of objects (p. 6). Yin (2006) also considers the concept of generalizations arising from 
case study, arguing that generalizations from this type of research reflect topics or issues of 
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interest, along with what he refers to as ‘logical inferences or analytic generalization’ (p. 114). 
Yin (2003) argues that theory plays a central role in the design of case study research and 
provides a means by which to generalize. He argues that by locating the case study in a body of 
research literature, the knowledge gained can advance the understanding of the topic (p. 3). 
When considering such arguments about the nature of case study and the role of 
generalization, I have been able to argue that the in-depth focus on understanding this case is 
valuable in providing a greater knowledge about the role of emotions in teachers’ work, with my 
review of the literature in Chapter Two outlining ways in which my research is located in the 
existing field of study. I have selected a single case of one school in order to explore the role of 
emotions in teachers’ work and in Chapter One I have described the origins of my research, 
identifying ways in which my work as a teacher have led me to become interested in the role 
that emotions play in teachers’ work, particularly during times of change. It was this interest in 
my own work that has led me to select the school which is my workplace as the case for my 
research. In the next section of this chapter I have provided an overview of the case site 
selected for my research and I have then moved on to consider my role as a researcher in 
relation to the methodology and method I have used. 
 
Case study site 
As stated above, I have selected my own school as the case site for exploration in my research. 
The school is a rapidly growing P-12 Independent school on the outskirts of Melbourne, in 
Victoria, Australia. The school site is physically changing, with the construction of a number of 
new buildings, including classroom wings, administration buildings and a gymnasium, to cater 
for a projected growth in student numbers. In an effort to respond to the needs of the school 
community and to comply with the school’s vision of providing opportunities for all students, 
the school has developed a number of initiatives for staff. The school context is one where 
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teachers are working with changes to curriculum implemented by the State Government, 
including the use of Victorian Essential Learning Standards (VELS) (Victorian Curriculum and 
Assessment Authority, 2007), as a precursor to the proposed National Curriculum (Australian 
Curriculum, Assessment and Reporting Authority, 2009) to be introduced in Australian schools 
in 2011.  
Teachers in the school have been involved in a range of professional development activities and 
initiatives aimed at improving teaching practice and student outcomes. In 2005 the curriculum 
committee in the school began to investigate changes to teaching and learning practices by 
becoming involved in the Project for Enhancing Effective Learning (PEEL) (Baird & Mitchell, 
1987; PEEL, 2009) which is based at Monash University, in Victoria, Australia. As part of this 
process, staff in the school began using the associated on-line database and participating in 
PEEL meetings within the school to discuss their teaching practices and strategies. It was 
compulsory for staff to attend the initial staff workshop, with participation in later PEEL 
meetings being voluntary.  In 2007, a focus on Middle Years reform began in the school, with 
some members of the teaching staff choosing to complete on-line courses in Teaching for 
understanding (TFU) (2010) through Harvard University. The focus on teaching and learning in 
the Middle Years was aimed at bringing about change in existing teaching practices. This Middle 
Years focus also involved a review of school values statements with all staff involved in giving 
feedback on those statements. 
 In conjunction with the TFU (2010) courses, the curriculum committee and the Director of 
Teaching and Learning implemented a program of classroom visits by teachers within the school 
to open up classrooms and facilitate discussion about teaching practices. This program involved 
one staff member from a group of observers going into a teaching staff member’s classroom. 
The observer group was comprised of six staff, most of whom held positions of leadership 
(including the Principal, Deputy Principal, Assistant Principal, Director of Teaching and Learning, 
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Head of Curriculum and myself). In 2008, the Middle Years program continued with a focus on 
differentiation in the classroom. This focus was reflected in the classroom visits which took 
place, with observation templates which included a framework for teachers to discuss ways in 
which they were incorporating differentiation into their classrooms. In this school 
differentiation was defined as the ways in which teachers drew upon a variety of pedagogic 
models to meet the diverse learning needs of students. The Middle Years Program also involved 
the implementation of mini-projects, where all staff working in year levels  5 -9 were required to 
design and carry out a research project based on an aspect of their teaching practice. Teachers 
could choose to work individually or with their peers. All teachers involved were required to 
submit documents and supporting evidence outlining the nature of their project and the results 
of their research. This was then collated and presented to the Principal by the Assistant 
Principal. Participation in the PEEL project and the Harvard on-line units was voluntary, but 
participation in other initiatives such as the program of classroom visits and the Middle Years 
focus were represented as part of the expectations of teaching staff in the school. Because of 
the diverse range of changes occurring in my own school, I was interested in gaining a better 
understanding of ways in which emotions mediated teachers’ responses to these changes. 
My research has included participation by a range of teachers from subject areas across the 
secondary school. I have selected the secondary school as the focus for the research because of  
the range of changes and initiatives taking place in that section of the school. Once I had 
selected the case for my research I began the process of inviting teachers to participate in my 
research. Using phenomenology as the approach for my research, I wanted to gain an 
understanding of the lived experience of teachers in the school context and was keen to employ 
a method that would allow me to generate a range of views about what the teachers’ lived 
experience of emotions in their work might be. Participants in phenomenological research are 
selected because they have lived experience that is the focus of the study, which are diverse 
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enough to enhance ‘possibilities of rich and unique stories of that experience’ (Laverty, 2003, p. 
18). In order to do this I spoke to all teachers of the secondary school at a senior school staff 
meeting. I described the focus of my research and invited all staff of the secondary school to 
participate if they wished. I followed this verbal invitation with an e-mail to all secondary staff. 
All staff in the senior school were provided with a plain language statement and informed 
consent package, part of my University’s Ethics Committee protocols and procedures which was 
placed in their pigeon holes in the main staffroom. This information package informed teachers 
that they could withdraw from the research at any time. Participants in my research have been 
25 teachers with different levels of teaching experience, those who elected to be involved in my 
research coming from a diverse range of subject areas including Humanities, Science, 
Mathematics, English, Languages Other Than English (LOTE), the Arts, Physical Education and 
Information Technology. The teachers have occupied different positions in the school, including 
those of Year Level and Subject Coordinators. I interviewed teachers who had volunteered to be 
participants in my research and later transcribed their interviews. I have described the interview 
process in a later section of this chapter. I have outlined the selection of my own school as the 
site for my case study, but I have needed to address the issue of my dual role in this context. It 
is with this focus that I have moved on to the next section of this chapter, the discussion of my 
role as an insider researcher. 
 
The insider researcher 
As I am an insider to the case I have selected as the focus for my research, I have needed to 
acknowledge the dual role I have held in this research. In this section of my chapter, I have 
considered issues associated with my role in this case as both a teacher in the school and a 
researcher. Benjamin’s (2002) description of her feelings as a teacher and a doctoral student,  
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resonated with my own experience, as she wrote, ‘But how was I to make sense for myself of 
the micro-politics of carrying out the research, in the context of my own identity work as 
teacher and doctoral student?’ (p. 47). The challenge facing Benjamin (2002), myself and others 
like us is characterised by our moving between two worlds and cultures, that of the teacher in a 
school and the beginning researcher in an academic environment (Martin, 2004).  
In his work in the field of teacher-as-researcher, Stenhouse (1975) argues that innovation and 
change imposed upon schools is complex, as its implementation implies a sense of failure for 
teachers. Stenhouse (1975) contends that in being asked to adopt new knowledge and practice, 
teachers are asked to adopt ‘…the burden of incompetence’ (p. 169). He further argues that it is 
vital for teachers to study their own work, rather than for it to be studied by external 
researchers, and he puts forward the notion that ‘Classroom research is about bettering 
classroom experience’ (p, 156). Keeves and McKenzie (1999), in their review of the field of 
education research, identify a tension between the issues practitioners face in their classrooms 
and the development of a body of education knowledge and theory. They argue that addressing 
the needs of practitioners be a priority of education research and contend that teachers are 
generally suspicious of research focused on issues identified by external parties. This is echoed 
by Benjamin (2002), who argues that the two worlds of school teaching and critical education 
literature are disparate ones, with very few individuals involved in each: ‘…schoolteachers do 
not take up an authorial voice in the critical literature, and the critical literature is derided as an 
irrelevance by teachers in schools…’ (p. 47). Kincheloe (2003) develops this notion of knowledge 
about education as being produced by those outside of the classroom, and argues that it is vital 
for teachers to become actively involved in creating the knowledge to do with their profession 
in order to empower themselves within their current education context. Taking on the dual role 
of researcher and practitioner in my own research, I have attempted to bridge this gap between 
the work done in schools and the research completed in universities. Using my own experiences 
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as a practitioner, I have been able to develop my research with a consideration of what I have 
perceived, and noted in my own journal, as the issues and realities facing teachers in 
contemporary schools.  
Hatch (2002) argues that it is unwise for researchers to use their own classrooms or schools as 
the basis for research (p. 47). He contends that researchers working in their own school context 
find it impossible to separate their work as teachers from their research and that participants 
find it impossible to separate the identity of their colleague from that of the identity of the 
researcher. I have addressed Hatch’s (2002) criticisms of researching my own school context by 
drawing on the work of Roth (2005) who argues that teachers who conduct research in their 
own school are native to that environment and have a practical understanding of it (p. 214). 
According to Roth (2005), researchers who are also participants in the environment would 
benefit from ensuring they explore all possible ways of making sense of phenomena, rather 
than relying on one way of seeing events (p. 214). Roth’s (2005) argument is pertinent to my 
own research, as I have a practical understanding of the site I am researching, which has 
enabled me to draw from my own experiences in education when formulating the design of my 
research questions. My interest in this case and my research has been sparked by my 
professional work as a teacher. My professional practice has given me a range of experiences in 
teaching and in completing this research I am interested in discovering what the lived 
experience of my colleagues has been. Writing about case study, Stake (1995) argues that 
‘Researchers do not step outside their ordinary lives when they observe and interpret and write 
up the workings of a case’ (p. 135). In completing my research in my own school I have still been 
a professional teacher in that site, but I have been able to bring to my research some insider 
knowledge about the site. As a teacher practitioner in the school, I have knowledge of the 
history and about the development of programs and processes in the school. Drawing on 
phenomenology, I acknowledge that my own lived experiences may be similar to the 
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experiences of others (van Manen, 1990, p. 54). In adopting this approach I have drawn on a 
phenomenological approach to use my experiences and assumptions as a reference point for 
testing them against the experiences of others. Van Manen (1990) argues that in 
phenomenology researchers acknowledge and make explicit their assumptions and 
preconceptions ‘...not in order to forget them, but to hold them deliberately at bay’ (p. 47).  
While I have used my own teaching journal as the impetus for my research and the questions I 
have pursued, I have refrained from naming specific emotions in interviews; instead I have 
invited participants to describe their lived experience and then examined their responses for 
the types of emotions to which they refer. Cochran-Smith and Lytle (1993) contend that a 
feature of research conducted by teachers is that the questions for study come from teachers’ 
lived experiences in a language which is underpinned by their work in practice (p. 59), with 
teacher research projects led by teachers’ interest and experience providing understandings 
about teaching and learning (Bellingham & Neville-Barton, 2000; Bills, 2001; Cochran-Smith & 
Lytle, 1990, 1993, 1999; Foster, 2009; Henson, 2001; Hollingsworth, 1999; Lankshear & Knoebel, 
2004; Lo, 2004; Loughran, 2003; Merritt, 2003; Smyth, 1987). In developing the research 
questions for my own research I have drawn from my lived experience as a teacher in this case.  
Throughout my research I have been aware of both advantages and possible disadvantages of 
being a researcher and an insider to the case. The advantage of being an insider is that I am 
already familiar with the community, and staff have been willing to participate in my research. 
Cochran-Smith and Lytle (1993) argue that one of the obstacles in research into and by teachers 
may be the ‘occupational socialization’ (p. 87) of teachers, where they do not freely express 
frustration or ask critical questions (p. 87), but as insider to the site I have found teachers willing 
to share their experiences, one of the advantages of insider research reported in the literature 
(see for example, Breen, 2007; Brown, 2004; Burke & Kirton, 2006; Galea, 2009; Rabbitt, 2003). 
In my research I have found this to be valuable in giving me access to teachers who may have 
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been reluctant to share their experiences with an outsider, but who have been willing to share 
with someone, who as Brown (2004) argues, understands the reality of their work (p. 5).  
There are identified disadvantages of working as an insider in a research site (Brown, 2004; 
Hurworth & Argirides, 2005; Rabbitt, 2003), with Brown (2004) stating that she avoided 
teachers she knew to be ‘difficult’ (p. 7). In my own research I have not excluded any 
participants from the research, having invited all teachers in the secondary school to 
participate. Brown (2004) also outlines the ethical dilemmas that may face insider researchers 
as they reassemble the experiences of their participants (p. 14), while Rabbitt (2003) contends 
that stories are always used from someone’s perspective in research. In conducting this 
research I have followed the ethics guidelines as set out by my own University’s Human Ethics 
Committee, which I have referred to in an earlier section of this chapter. As I have completed 
data analysis I have engaged these ethics considerations in further depth. Brown (2004) 
contends that the challenge facing researchers is ways in which participants are represented in 
the process of data analysis, a difficulty also explored by Rabbitt (2003). When considering this 
challenge, I have referred back to the phenomenological approach I have adopted in my 
research, and I have argued that the participants have described their lived experience at that 
time. Their experiences may be different if I were to interview them at a different time, a 
concept  raised by Brown (2004) when she contends that ‘as researchers we know any story to 
be only one of the many that are possible’ (p. 14). When presenting the experiences of the 
participants I have sought to remain engaged with the transcripts, drawing on 
phenomenological writing as described by Sharkey (2001). This form of writing involves using 
the transcripts to create vignettes which enable the voices of participant teachers to be heard, a 
process I have discussed in greater detail in this chapter. The notion of remaining engaged with 
the data is also part of the approach to validity I have discussed in Chapter Three. 
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I have outlined the considerations I have made in relation to my dual role of researcher and 
practitioner within the case which is the focus of my research. In the next section of this chapter 
I have considered the data collection strategies I have employed in my work.  
 
Data collection strategies 
As I have adopted phenomenology as the approach for my research, I have selected strategies 
to collect data that have provided me with a greater understanding of ways in which teachers 
experience emotion in their working lives. I have outlined the use of case study in order to 
provide a single case as the focus of my research. I have discussed a number of strategies to 
collect data that have illustrated the lived experience of teachers in this case. The primary 
strategy of data collection that I have used in my research is that of semi-structured interviews, 
which I have audio-taped and transcribed. The second strategy of data collection I have used is 
my own research journal and my teacher journal. In the next section of this chapter I have 
discussed each of these data collection strategies in more detail.  
 
Semi-structured interviews 
Deciding to use semi-structured interviews as the primary strategy of data collection for my 
research, I turned back to the methodological underpinnings of my research and considered 
what would be the best option to collect data on the lived experience of the participants in my 
research. I decided that interview data best allows me to gain an insight to the lived experience 
of the teachers in this case, as they have provided me with access to the voices and ideas of 
participants. At the commencement of my research I considered the use of questionnaires, but 
in examining their use, I found them too limited to preconceived structures and categories and I 
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wanted participants to have the ability to present and comment on their experiences, without 
the imposition of pre-determined categories. Van Manen (1990) contends that all recollections 
of experience are already transformations of that experience (p. 54), but for the purposes of my 
research, interviews have provided me with the opportunity to have teachers articulate their 
experiences in this school context. Van Manen (1991) contends that in life stories are told with 
the telling of anecdotes becoming a means of practical theorising (p. 116). Drawing on this idea I 
have used the interview or the ‘personal life story’ as van Manen (1990) refers to it (p. 66), in 
order to stay as close to the teachers’ lived experience as possible.  
Deciding upon a semi-structured approach to my interviews, I have been able to introduce a 
focus for the research, while also allowing participants to comment on their experience. Semi-
structured interviews have also provided me, as a researcher, with the flexibility to pursue areas 
raised by participants. In keeping with the phenomenological underpinnings of my research, the 
semi-structured interview does not impose a structure onto the lived experience of participants, 
but rather seeks to elicit their viewpoints and experiences. The openness provided by semi-
structured interviews has enabled the interview to remain as close to the lived experience as 
possible. I have conducted four phases of interviews in order to generate data from 
participants, with each interview lasting between 30 minutes to one hour in length. In deciding 
to conduct four phases of interviews, I have been able to develop a picture of the lived 
experience of participants in relation to a number of the initiatives taking place in the school, 
which I have referred to earlier in this chapter. Table 1 illustrates the four phases and the focus 
of each interview.  
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Table 1. Interview Phases 
Interview Phase School initiative which is focus of Interview 
Phase One The introduction of the PEEL project in the 
school.  
Phase Two Changes to curriculum and department 
structure. 
Phase Three The implementation of the Middle Years 
Review and Mini-Projects. 
Phase Four Classroom observations and Mini-Projects.  
 
Each interview was based on a set of key questions about the initiatives taking place in the 
school and asked teachers to comment on their experiences and perceptions of these initiatives 
in their daily work. I asked teachers to describe their understandings and experiences in the 
school environment. As the researcher, I conducted the interviews with participants and these 
interviews took place at the school site. The rooms used for interviews included private offices, 
a student support room (used after hours) and one of the school’s meeting rooms. Throughout 
my research, the number of teachers involved in each interview phase of interviews varied. This 
was because of some teachers leaving the school for a range of reasons, including maternity 
leave, long service leave and for new employment. All interviews were audio-taped in order to 
capture accurately the experiences of the participants and all participants were informed of this 
in the informed consent letters they had already received. In deciding to record all interviews I 
needed to consider both the benefits and the possible difficulties that could occur through the 
use of audio-tapes. In this next section of the chapter I have discussed my decision to audio-
tape and transcribe interview data.  
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Audio-taping and transcription of interview data 
Throughout the data collection processes of my research, I have used an audio-tape recorder as 
it has allowed me to focus on the responses participants gave to questions, as well as enabling 
me to generate new questions based on these responses. I have found that an audio-tape 
recorder has allowed me to listen more intently to the responses participants provided, without 
having to focus on note-taking or trying to capture each response on paper. This approach is 
endorsed by Metzler (1977), who contends that: 
Far from intimidating the source, the recorder permits vastly greater rapport. Freed of 
the cumbersome mechanics of note-taking, reporters find that they can concentrate for 
the first time on the fine nuances of conversation. They begin to ask more sensitive and 
perceptive questions (p. 125). 
In my research, the audio-tape recording of interviews has provided a certain measure of 
freedom in responding to the participants compared with that which note taking or recording 
responses on paper might allow. The use of audio-tape recording has also provided me with the 
ability to interact with the data continually, offering what Thompson (1996) refers to as the 
‘possibility of multiple listenings’ (p. 6), where I have been able to listen to the interviews and 
read the transcripts more than once during the processes of analysis. Along with the audio-tape 
recording I made some interview notes, where I marked down particularly striking ideas or 
responses from participants. These markings were mostly in dot-point form and I used these 
later as I began the processes of data analysis, which I have described later in this chapter.  
Having made the decision to record interviews, I then made the decision to transcribe the tapes 
so that I had a complete set of data transcripts. Figure 2 shows an excerpt of a transcribed 
interview.  
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Teacher- I didn‟t feel any support, because I tried to introduce, myself, I tried to introduce new 
methods and it fell on deaf ears because and I thought “oh my god” so I just quit, I just gave up.  
Interviewer – and was that within a particular learning area?  
Teacher – yes and then I went to PEEL meetings and I thought “I‟ve been there, done this” um and I 
just felt, everyone was so behind. Oh I don‟t want to sound egotistical but, so behind the times. I know 
I should watch what I say, but that‟s how I felt and that‟s honest and um I just thought, Oh I‟m 
wasting my time. And so, maybe that was the wrong thing to do, but indirectly I did things, when I 
was um, in another faculty, I showed like de Bono‟s hats, like the way that worked, with a teacher I 
worked with and she was most impressed with it, and we team taught,  
Figure 2. Extract from a transcribed interview. 
 
Although the use of audio-taping is perceived as being useful in allowing researchers to capture 
the exact words used by participants (Stake, 1995), concerns have been raised about the 
volume of material produced through the process of transcription (Stake, 1995) and the danger 
of misinterpretation (Thompson, 1996). I have been able to use transcripts to create 
phenomenological writing in the form of vignettes to represent the experience of teachers in 
this case. Thompson’s (1996) concern about misinterpretation is an important issue to consider, 
but as discussed in the literature (see for example, Brown, 2004; Rabbitt, 2003), every 
representation is only one way of seeing the world, and I have drawn on the transcripts to 
present the experiences of the participants at that point. Keeping with the phenomenological 
underpinnings of my research I have displayed the data using phenomenological writing 
(Sharkey, 2001; van Manen, 1990) in the form of vignettes and reconstructed narratives, 
something which would not have been possible if I had not transcribed the data. My analysis of 
transcribed data involved three phases which I have described below, along with ways in which I 
have used phenomenological writing in data display. The repeated turning to and examination 
of transcripts has been a central part of my analysis processes. I undertook the transcription of 
interview data myself and while it was a lengthy process, it was valuable in allowing me to 
develop a strong familiarity with the interview data. When transcribing I have made an effort to 
remain faithful to the interview data by including all utterances made by participants. Along 
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with transcription notes, I have also kept brief, dot-point notes on ideas raised by participants 
that I thought were emerging as common themes or strongly associated with the research 
question. I later referred to these notes, along with the interview notes, as I engaged the 
process of data analysis. In the next section of the chapter I have outlined the second strategy 
of data collection I have used: my research journal and teacher journal.  
 
Research journal and teacher journal  
At the commencement of my research I began a research journal where I have included a 
variety of information related to the processes of my research. My journal has diary entries 
which describe what I did during the time that I worked on my research. My research journal 
contains such things as a description of an interview I conducted, with notes about ways in 
which the participant responded to the interview and any other notes that I took as I conducted 
the interview, for example. My research journal also includes notes on changes in the school 
context and my reflections on the processes of my research. I have included an example of a 
reflection from my research journal in Figure 3 to illustrate the way I have used it throughout all 
stages of the research process.  
4 March 2007 
I am beginning to see how a doctorate can consume your life – it is, if anything, consuming my head 
space constantly! I‟m thinking about the interviews constantly and they have gone really well. I‟ve 
perceived such honesty in the people I‟ve interviewed. In relation to the people I‟ve interviewed, I 
know some of them well, others I don‟t know as well, and yet I feel that people have conveyed such a 
sense of honesty in their responses. While I‟ve been going through this interview process, I‟ve been 
thinking of all those who argue that you shouldn‟t interview people you work with or know, but I feel 
if anything it has been an advantage. I think many of the interviewees have responded to the fact that 
I am a teacher and I think they feel I‟m more likely to understand the challenges they face and the 
situation unfolding in the school. While interviewing and afterwards, I find myself beginning the 
process of analysing, and I guess coding in my head. Already I‟m thinking of what it shows me and 
what directions it sends me in.  
Figure 3. Extract 1 from research journal  
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Another example from my research journal, shown in Figure 4, illustrates my continual 
reflection on the interviews. It also illustrates the way I set out my assumptions and reactions to 
the data and my consideration of issues relating to data collection.  
15 June 2007 
That notion of teaching as a vocation really came through again in today‟s interviews. It was that idea 
that people teach because they love it and that it does consume a lot of time and you need it to because 
it is a profession where you can change the future. It‟s that kind of idea that I love hearing, I find it 
personally inspiring. It makes me, I guess, proud to be involved in the profession. As I interviewed 
today I thought about the role of gesture. _____‟s interview was punctuated and illustrated by the use 
of gesture to emphasise key aspects of the points she was making. But is this passion translated into the 
written/ transcribed document?  
Figure 4. Extract 2 from research journal 
 
My research journal has been a valuable mechanism in providing me with an overview of the 
research processes and has enabled me to chart the progress and methodological issues I have 
explored throughout my work. Along with the use of my research journal, I have used my 
teacher journal as part of the method in my research.  
My teacher journal is a separate document and I have kept this during my professional life as a 
teacher. The contributions to my teacher journal are less frequent than those to my research 
journal. The entries consist of reflections on teaching approaches or curriculum initiatives I have 
trialled in my classroom, along with my personal reflections on my work as teacher and about 
my feelings about my work context. As I have stated in Chapter One of this thesis, my teacher 
journal has provided me, as a phenomenological researcher, with an exploration of my own 
lived experience into the ways in which emotions have a mediating influence on my professional 
life. It is my own personal experiences which have then led to my interest in discovering what 
the lived experience of my colleagues may be. My teaching journal has provided me with a 
reference point for my own professional experiences that I have been able to draw on in the 
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development of my research. When I refer to my teaching journal I am referring to my lived 
experience, recognising the lived experience of others in the context may be different. It is this 
difference and any similarities of experience that I have been able to examine as I have turned 
to the analysis of data. In Table 2 I have provided an overview of the total number of entries and 
interviews in my research. 
Table 2. Data collected 
Data Type Number Date 
Round One Interviews 20 interviews November 2006 
Round Two Interviews 15 interviews February 2007 
Round Three Interviews 10 interviews March 2007 
Round Four Interviews 10 interviews April 2007 
Research journal entries 100 entries 2006 - 2010 
Teacher journal entries 40 entries 2006 - 2009 
 
Having discussed my use of semi-structured interviews, my researcher and teacher journals, I 
have discussed ways in which I have analysed the data in the next section of this chapter. 
 
Process of data analysis 
In my research I have made the decision to use case study method to enable me to focus on the 
lived experience of teachers in this case by using semi-structured interviews, which I have 
audio-taped and transcribed. Once I had a set of transcripts, I began the processes of data 
analysis. Miles and Huberman (1994) consider the processes of data analysis as involving the 
three elements of data reduction, data display and conclusion drawing (p. 10). For Miles and 
Huberman (1994), the processes of data reduction involve ‘selecting, focusing, simplifying, 
abstracting and transforming the data’ (p. 10). The initial phase of my data analysis has focused 
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on this process of data reduction and has been informed by the phenomenological approach I 
have adopted in my research. The phases of analysis in relation to data reduction are 
represented in Table 3.  
 
Table 3. Phases of data analysis 
Data Analysis Phase Method of analysis 
Phase One Becoming familiar with the 
transcripts 
Phase Two Using Van Manen‟s (1990) 
Four Existentials as the basis 
for phenomenological 
reflection 
Phase Three Phenomenological Theme 
Analysis 
 
I have referred to these three phases of data analysis as data reduction as they involve ways in 
which I have examined the data as I worked with my data set of transcripts. I have outlined the 
processes of data analysis in relation to the ways I have displayed my data when I have 
discussed the use of phenomenological writing in a later section of this chapter. Having 
introduced a broad overview of the three phases of data analysis, I have below described ways 
in which I have gone about each phase of the analysis processes. The basis for my analytic 
strategy is in keeping with the approach of phenomenology I have adopted in my research so I 
have based my ‘analytic moves’ (Miles & Huberman, 1994, p. 9) on the work of van Manen 
(1990; 1991; 2002), a consideration I have discussed below as I have presented each data 
analysis phase. 
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Phase One: Becoming familiar with the transcripts 
The first phase of my data analysis was for me to become familiar with my transcripts. As I have 
previously stated, while interviewing and transcribing I made brief notes in relation to each 
interview. Once I had transcribed each interview, I printed out the transcript and wrote up the 
notes from my journal related to that transcript, so that for each interview I had the written 
transcript and any interview or transcription notes. I then began what van Manen (1990) refers 
to as the process of ‘phenomenological reflection’ (p. 77). It is this process of reflection which 
begins to provide researchers with the opportunity of understanding the meaning of something, 
van Manen (1991) contending that: 
As we reflect on our experiences we have an opportunity to become aware of the 
significance of these experiences (p. 116).  
At this point of the data analysis process, I was seeking to become more familiar with my 
transcripts and read through each one, making notes in the transcript margin about key ideas 
raised in the interview which I thought might best capture the lived experience of the 
participant. Van Manen (1990) argues that through the process of reflection, researchers can 
identify the structural or thematic aspects of that experience (p. 78). It is this concept of 
identifying the structures of the lived experience that I was focusing in this first re-reading of 
the transcripts. Figure 5 illustrates ways in which I began to try to identify the structures of the 
lived experience by identifying key ideas in a transcript.  
 
 
 
 
81 
 
T – Well I can talk from my own experience, I was against using calculators in maths, this is when I 
was teaching in primary schools and I had the university lecturers come out and they were asking me 
questions about calculators and that sort of thing, anyway it was because of my personal, my 
professional development I was part of a project, a numeracy project, an early numeracy project and it 
was because of that I started to see things in a different way. So you really need to be exposed to a 
whole range of new techniques and see how they work in the classroom to be able to take those things 
on board, otherwise you could, a teacher could easily say “oh yeah, sure, sure” and um just dismiss new 
ideas. They have to see it in progress. And I think if they‟re constantly, constantly, constantly given 
opportunities to see what is taught and to implement that in the classroom, then it won‟t be as 
confronting.  
Figure 5. Example of transcript analysis 
 
Phase Two: Using van Manen’s(1990) Four Existentials as the basis for 
phenomenological reflection 
After reading each transcript and making notes in the margin about key ideas relating to ways in 
which  emotions have a mediating influence in teachers’ working lives, I began the second phase 
of my data analysis, which involved using van Manen’s (1990) concept of  four existentials as the 
basis for phenomenological reflection.  As I described in Chapter Three, van Manen (1990) 
suggests that there are four existential themes which ‘pervade the lifeworlds of all human 
beings’ (p. 101). He argues that these four themes become useful guides for reflection in the 
research process. These four existentials are lived space (spatiality), lived body (corporeality), 
lived time (temporality) and lived other (relationality) (van Manen, 1990, p. 101). Van Manen 
(1990) describes themes as ‘the structures of experience’ (p. 79) and when examining the lived 
experience of participants, researchers are seeking to make visible the themes and structures 
that make up that experience.  
In identifying themes van Manen (1990) advises the researcher to ask the questions,  ‘What is 
going on here?’, and, ‘What is this an example of?’ (p. 86). For the purposes of my own research 
it is these two questions which have helped guide my thematic analysis, which I have outlined in 
the next section of this chapter. Before conducting a thematic analysis, I began using the four 
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existential themes as a guide to my reflection and analysis processes. In order to do this I 
created four pages, one with each of the existentials as a heading. Under the heading I wrote a 
brief description of the theme, drawing on van Manen (1990). Once I had done this I began the 
process of working through the transcripts and selecting situations and examples referred to by 
participants which illustrated each of the existential themes. I initially did this by annotating the 
margins of the transcripts using the headings SPACE, TIME, BODY, OTHER as a way of signalling 
for myself where particular situations illustrated particular themes. I then went about the 
process of physically cutting and pasting excerpts from the transcript onto the relevant page, 
where, for example, segments of interviews marked SPACE were placed onto the page devoted 
to lived space. Once I had done this, I then drew a series of arrows to establish for myself, 
relationships between participants’ descriptions of experiences. Using the computer program 
Inspiration, I then generated a digital version of this map of each theme. Looking at each of 
these digital maps, I began to see a difficulty in trying to use the four life existential themes as a 
framework for my data presentation. When I considered the maps I had created, I could see a 
cross-over between a range of different areas and I felt that examining the data solely in the 
light of the four life existential themes was not providing me with the kind of insight I needed to 
explore my research questions. I have included Figure 6, an extract from my research journal to 
illustrate the way I was questioning my framework for analysing and presenting the data as I 
worked. 
15 February 2010 
After discussing with _____, the idea of using van Manen‟s four life existentials I was going to try and 
present the data within those themes, so I sat there just staring at it. I wrote about 200 words and 
thought, „I have no idea how this is going to work‟. I had a minor meltdown and then thought, what is 
the point of this? What is it I want to show and uncover? I went back to my research questions – Oh! 
The questions I set out to explore, the things I‟m trying to find out. Well, hello old friends – so I 
looked at them and suddenly everything made more sense and the data seemed to open itself up to me,  
to unfold and I could see where it all seemed to fit together.  
Figure 6. Extract 3 from research journal 
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While I had examples of participants’ descriptions of lived experience, I did not feel that these 
provided me with the right framework to show ways in which participants experienced 
emotions in their daily work as teachers, particularly during times of school change. It was at 
this point of analysis that I began phase three, an examination of the phenomenological themes 
in the data. 
 
Phase Three: Phenomenological theme analysis 
In the previous section of this chapter I have discussed the notion of phenomenological themes 
and of the concept of asking the questions, ‘What is going on here’, and, ‘What is this an 
example of?’ (van Manen, 1990, p. 86). It was with these questions in mind that I began the 
next phase of my data analysis. I started by going back to my transcripts and re-reading them. I 
have found this ability to reconnect continually with my data invaluable throughout the process 
of my research, reinforcing the value for me of transcription in the processes of data analysis. It 
has enabled me to interact with the lived experiences of participants and to reflect on these 
experiences while considering my research questions. In relation to conducting a thematic 
analysis, van Manen (1990) outlines three ways in which this can be completed by the 
researcher (p 93). The first method is to take a holistic approach to the text, asking what phrase 
captures the significance of the text as a whole. The second method is the selective approach 
where a text is read several times and revealing statements about the phenomenon are 
selected. The third suggested approach to the data is the detailed method, where each 
sentence is considered for what it reveals about the phenomenon. In considering these three 
approaches to phenomenological analysis, I have decided to adopt van Manen’s (1990) second 
suggested approach to analysis, the selective or highlighting approach as it has enabled me to 
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identify key events and phrases that participants refer to when describing their lived 
experience.  
In adopting this approach to the analysis, I had the opportunity to interact continually with the 
data and transcripts. I re-read the transcripts, asking myself van Manen’s (1990) question of 
‘What statement(s) or phrase(s) seem particularly essential or revealing about the phenomenon 
or experience being described?’ (p. 93). I then highlighted particular segments of interview 
transcripts and also wrote statements on a separate piece of paper. I noticed that the segments 
of text I had noted during this analytic phase were ones I had earlier made reflective comments 
or notes on during the interview and transcription process. As I moved through this process of 
thematic analysis I began to notice that in the interviews certain concepts were recurring as 
common in the lived experience of the participants. In this way, I began to engage in what Miles 
and Huberman (1994) refer to as the ‘clustering’ (p. 249) of data. They contend that clustering is 
a method which can be conducted with qualitative data, and in my research I have used 
clustering to begin to sort structures of meaning and what this experience is like into groups.  
With the focus of my research on the role that emotions play in teachers’ working lives, through 
the processes of analysis I began to notice particular types of emotions being referred to in 
participants’ descriptions of their experiences. I began to make notes in the margins of the 
transcripts of the kind of emotions that participants were describing and I used my earlier work 
on van Manen’s (1990) four life existential themes to consider whether the emotions were 
associated with particular spaces, people, events and time periods. In continuing the processes 
of analysis I kept in mind the notion of considering the role of themes in the phenomenon under 
investigation. Van Manen (1990) asks, ‘Is this phenomenon still the same if we imaginatively 
change or delete this theme from the phenomenon?’ (p. 107). It is this question that I kept in 
mind as I approached my data, examining whether the themes I had identified represented 
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what the lived experience of teachers in this case was. Figure 6 illustrates the initial themes I 
identified during the analysis process. 
Initial Themes – In what ways are teachers‟ professional lives 
mediated by their emotions?   
Emotional highs and lows in teaching 
Emotional rewards of teaching 
Frustration and fear of school change 
Intensification of teachers‟ work 
Physical space, isolation and collegiality 
Figure 7. Initial themes 
Once I had established themes which represented the lived experience of teachers,  in this case 
in relation to ways in which they described they experienced emotions as a mediating factor in 
their professional lives, I began to construct data charts for each of the themes. To construct my 
data charts, I took the written statements I had drawn from interview transcripts as part of van 
Manen’s (1990) suggested selective approach. Using the segments of text which illustrated a 
particular theme, I cut and pasted them onto the data charts to build up a list of teacher 
experiences which represented each theme. Once I had done this I began the next phase of my 
analysis process, described by Miles and Huberman (1994) as data display (p. 10). In examining 
the ways that I would display my data I again turned to the research questions and the 
approach I had adopted in my research. I have outlined the considerations I have made in 
relation to data display in the following section of this chapter.  
 
Data display  
The first decision I made when considering ways in which to display the data I had generated 
was about ways I could structure my work. I have adopted a thematic structure to present my 
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research, which follows on from the process of analysis I have used in my research. In this way I 
have used the themes as guides for my writing and divided my chapters into sections which 
examine a particular aspect of the phenomenon under study (van Manen, 1990, p. 168),  in this 
case, the lived experience of teachers and the role emotions play in their professional lives.  
Having made the decision to adopt a thematic structure to my writing, I then needed to decide 
ways I would illustrate the phenomenon under examination. Stake (1995) contends that  
qualitative research attempts to represent for the reader what ‘the experience itself would 
convey’ (p. 39). He argues that narrative descriptions provide readers with a ‘vicarious 
experience’ (Stake, 1995, p. 86). Presenting data from case studies and phenomenology , 
narratives are recognised in the literature (see for example, Sharkey, 2001; Stake, 1978, 1995, 
2000; van Manen, 1990) as one way to provide a description of the phenomena being explored. 
Drawing on Stake (1995) and van Manen (1990), I have adopted the use of reconstructed 
vignettes to provide the reader with a vicarious description of participants’ lived experience. In 
reconstructing these texts as vignettes and narratives, I  have drawn on the work of Sharkey 
(2001) who sought to provide his readers with a ‘thickened writing’ (p. 34), which  would 
represent the phenomenon under examination in the field. In order to do this Sharkey (2001) 
constructed vignettes, developing them from paragraphs which he formed from pages of 
interview transcript. In doing this Sharkey (2001) attempted to write a paragraph that 
communicated the ‘soul of what it was that the teacher had to say’ (p. 34). Constructing my 
own vignettes and reconstructed narratives, I have taken participant transcripts and used van 
Manen’s (1990) suggested selective approach to find the segments of the transcript which 
represented that participant’s lived experience. Once I had selected segments of text, I used a 
narrative form and myself as a first-person narrator to link the segments of text to present the 
teachers’ stories. For other vignettes from teachers, I have taken segments of interview data 
extracted by using the selective approach and formed them into paragraphs. These examples of 
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phenomenological writing are used in conjunction with extracts from participant transcripts to 
provide an illustration of the lived experience of participants in relation to the themes 
generated. Identifying segments of transcripts to be included, I have used my data charts and 
taken examples from the charts constructed during Phase Three of my analysis.  
 
Concluding comments 
In this chapter I have traced the processes of the design of my research. I began this chapter by 
considering ways in which phenomenology has influenced the design of my research. In 
choosing to adopt a case study method I have been able to explore the lived experience of 
participants in one case. I have described this case and discussed my choice of semi-structured 
interviews as the primary strategy to collect data. Considering my choice of data collection 
strategies, I have discussed the use of my teaching and research journals and illustrated ways in 
which I have drawn on them in the analysis processes. I have continued to highlight the 
methodological approach of phenomenology by drawing on data analysis processes informed by 
the work of van Manen (1990; 1991) I have discussed the phases of data analysis and 
introduced the thematic structure of my discussion of data. In drawing this chapter to a close I 
have highlighted ways in which I have drawn on the use of vignettes and reconstructed 
interviews to display the data and provide the reader with a vicarious experience of the case, in 
light of case study method and phenomenology. Having introduced this use of vignettes and 
reconstructed interviews, in the next chapter I have presented the examination of my data 
using the thematic approach discussed in this chapter.  
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Chapter Five: Teachers talking about their work: The role 
of emotions in teachers’ professional lives 
 
Chapter overview 
In Chapter Four I have stated the design of my research, introducing the strategies of data 
collection and analysis I have used. In this chapter, Chapter Five, I have analysed the data to 
address the central research question: ‘In what ways are teachers’ professional lives mediated 
by their emotions?’. In this chapter I have explored emotions described by teachers in this case, 
and I have identified three broad themes to illustrate the role emotions play in teachers’ 
working lives. They are: passion and enthusiasm; reward and success; and frustration and 
struggle. In working with these themes I have considered the data in relation to the lived 
experience of teachers in this case and linked comments to the emotion they best represent. In 
this chapter I have introduced the concept of an emotional trough, a time in which teachers 
face challenging emotions and experience in their professional lives. I have explored ways in 
which these troughs are linked to the lifeworld existentials of lived space, lived time, lived body 
and lived other (van Manen, 1990), as I have discussed in Chapter Four. 
 
 In beginning this chapter I have used a vignette created by constructing paragraphs from 
Stephanie’s2 transcript in order to provide a description of her experiences, a process I have 
outlined in Chapter Four, and for which I have drawn on the work of Sharkey (2001) in relation 
to phenomenological writing. Sandelowski (1998) argues that qualitative researchers select the 
style that best fits their research and data (p. 375), and at this point of my research, I have 
                                                          
2
 These sorts of names are not the real names of teachers in my research but pseudonyms I have given to 
the teachers.  
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drawn on the reconstruction of a narrative to enable this teacher’s experiences to be 
represented. I have included Stephanie’s reconstructed vignette at the start of this chapter as a 
means of providing an overview of ways in which emotions are central to the way teachers talk 
about their work.  
 
Stephanie’s story  
When I speak with Stephanie she is articulate about the things which led her to teaching 
saying, ‘It was a planned decision to come into teaching. The one area I really had a 
passion for was in training and development and in particular I knew I had to focus on 
curriculum development and I thought what better way to get those skills than to 
actually move into a school environment. Another reason that drove me into teaching 
was the ability to assist and help people. Basically the helping element of teaching was 
another reason that teaching as a profession was appealing to me, because I think the 
ability to assist people, and I didn’t know how when I was younger, but I knew that I 
always wanted to work with people and in a sense that would see them grow, is 
something that drove me to teaching as well’. Despite the fact that she enjoys teaching, 
Stephanie talks about  the times when she finds teaching challenging saying, ‘In the 
course of my teaching I experience at many times, and I’m sure I’m not the only one 
who experiences this, but a lot of frustration in the classroom namely because my 
expectations of students are a lot higher and I think that students themselves don’t 
always lend themselves to using their full potential  and that can be frustrating but I 
guess I  somehow pay for it in the classroom because I’m accepting of that level and I try 
to push them, but I get frustrated because I really want to find a method that they’ll 
respond to and sometimes that can be really taxing on yourself because you’re 
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challenging yourself to try and deliver curriculum in a variety of different ways to cater 
for all the different learning styles so that level of frustration does come out. But 
probably more so, when you are away from the classroom, so it’s never something that 
is shown to the kids’. I ask Stephanie about her work and she says that, ‘The best part of 
my job is to see real growth in the students and how I measure that is by their level of 
confidence and their level of independence I guess, so when they’re able to take away a 
piece of instruction and immediately come back with a flood of ideas and then 
somehow logically arrange their ideas on paper or somehow orally, I, I feel enthused 
about my job. It makes me want to go away and create, again, something different, 
something challenging rather than the traditional chalk and talk methods. I really am, I 
guess, inspired with the level of reaction that you get back from a class. Sometimes in 
particular if it is a student you haven’t had much success in, just seeing a transition in 
their work ethic makes all the difference too. I share a level of enthusiasm and I want 
them to adopt that too. So I know that they’re my wants and not all students are going 
to be interested in say, business or psychology, but that would be my main source of 
frustration, because I can’t, I really want to sway them into liking a subject or enjoying 
what they are currently doing so that they can actually see meaning past it, past what’s 
been put into print. A rewarding part of teaching is seeing students outside of the class 
environment. Many a time, it’s a few years even, after they’ve exited the school but 
they approach you saying, ‘I’m now reflecting back on what we’ve done in class and 
everything makes sense. Thank you’. So that, that’s quite rewarding. So I guess the 
benefits aren’t immediate always. That level of satisfaction of just hearing that they’ve 
experienced growth.’ It is this experience of the rewarding moments of teaching that 
Stephanie describes when she talks about the things which keep her feeling inspired 
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and renewed in her teaching. When I leave Stephanie she is about to meet with a 
student to spend extra time going over a concept from class. 
The vignette formed from Stephanie’s interview transcripts is consistent with Nias’ (1996) 
argument that emotions are central to the ways in which teachers talk about their work. In 
describing her lived experience as a teacher, Stephanie illustrates her understanding of 
cognitive aspects of her work with reference to emotional aspects of that work. Stephanie 
describes her motivations in becoming a teacher, highlighting her desire to work in a profession 
that involves ‘helping’ and seeing people ‘grow’. This desire to work in a profession which 
involves a strong relation to others is a central part of Stephanie’s lifeworld, with the lived other 
existential an important element of her job motivation. The goal of working with others 
illustrates Stephanie’s understanding of her job motivation, in ways that are also represented in 
the literature (see for example, Kelchtermans, 2005). It can also be considered in light of the 
concept of teaching as a vocation, echoing Metcalfe and Game’s (2006) notion of knowing 
‘…where one is needed and where one needs to be’ (p. 15). The notion of making a difference 
through the vocation of teaching, rather than seeing it as just a job, is an element emerging 
from the transcripts in general, with teachers saying that they view this as a key part of their 
professional identity. This is further illustrated in this quote taken from the actual transcript, ‘I 
thought that this was a job where I could make a difference, a real difference, to young people’s 
lives’ (T109).  
In his study of beginning teachers, Chater (2003) argues that new teachers express the notion of 
teaching as a vocation where they could make a difference. Chater (2003) also suggests that 
after a period of time, for some, the element of a vocation fades once the pressures of teaching 
comes into play.  In contrast with this, a number of the teachers in my research have expressed 
the view that the goal of making a difference was one of the elements that kept their vocation 
renewed, a concept indicated in the following: ‘I’ve left teaching so many times, and yet I always 
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come back. Why? Because it’s what I’m meant to do’ (T105).  Teachers describe teaching as 
their way of life and this has also been represented in the transcripts when teachers speak of 
devoting time both inside and outside of school hours in order to bring about change for young 
people. Stephanie has a clear sense of what brought her to teaching as a profession, and 
describes a range of emotions in speaking of her experiences. She refers to moments from her 
working life when she experiences a frustration stemming from having different expectations 
from those of the students she teaches. Stephanie describes the challenge of trying to find ways 
to engage students in the classroom and refers to the mask she adopts to hide the frustration 
she feels during teaching, stating that ‘It’s never something that is shown to the kids’. In this 
phrase taken from her transcript I have suggested the existence of the masks which teachers 
adopt in their professional lives in order to hide emotions which are not commonly expressed in 
school contexts (Cochran-Smith & Lytle, 1993; Kelchtermans, 2005; Zembylas, 2005a, 2005b).  
In considering the masks teachers adopt in keeping some of their emotions hidden I have 
identified that when participants in my research describe their experience of negative emotions 
they generally keep these situations hidden from students and colleagues. The lived experience 
of being a teacher is described by participants in this case as one where masks are adopted in 
relation to lived other. Van Manen’s (1990) concept of lived other is characterised by the 
relations formed with others, and teachers in this case have described their relations with 
others where masks are adopted to hide certain emotions in order to maintain a role and 
identity within the school community, something I have discussed in more detail in Chapters Six 
and Seven. In my research I have referred to the negative emotions teachers describe that they 
experience as the emotional troughs of teaching.  I have identified these troughs as moments in 
the teaching profession when teachers describe their struggle to deal with challenging 
situations and experiences, and I have considered these emotional troughs in more detail in 
Chapter Six and Seven. When considering Stephanie’s transcript I have identified the emotional 
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trough she experiences as being related to the frustration she says she feels when she is unable 
to find ways to engage all students in her classroom. In talking about her frustration, Stephanie 
also refers to the positive moments which have enabled her to maintain a sense of enthusiasm 
and renewal: ‘It makes me want to go away and create...I really am, I guess, inspired by the level 
of reaction that you get back from a class’. Stephanie describes positive experiences when 
students grasp a concept or make ‘a transition in their work ethic’ as the moments which ease 
the frustration and make ‘all the difference’. Stephanie’s descriptions of her experiences 
illustrate that the rewards of this vocation are not always immediate, but occur in contact with 
students many years later. For Stephanie, the difference she makes in students’ lives can come 
later, after the ‘students have exited the school’ and brings a ‘level of satisfaction of just hearing 
they’ve experienced growth’. That satisfaction Stephanie describes relates to her earlier 
motivations for moving into teaching where she could help people ‘grow’. The frustrations she 
describes in her work appear when she perceives that students are not growing or grasping 
concepts, and when she feels that she cannot ‘sway’ them into enjoying what they are doing, or 
encourage them to ‘see meaning past it’. Stephanie’s descriptions of her work point to the role 
that emotions play in teachers’ working lives, with emotions such as the satisfaction and reward 
of seeing students develop, providing an impetus for her continued work in the profession.  
 I have identified ways in which the notion of lived time emerges from Stephanie’s descriptions 
of her experience. The emotions Stephanie describes have a temporal dimension, with her past 
emotions playing a role in her present and possible future understandings of her work. The 
temporal landscape of Stephanie’s lived experience of being a teacher influences ways in which 
she navigates the emotional troughs she experiences, as her recollection of positive experiences 
and emotions enables her to face the challenging moments of her professional life. In my 
consideration of Stephanie’s descriptions of her experiences, I have identified the first of the 
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themes for my focus, that of passion and enthusiasm. In the next section of this chapter I have 
explored this theme in relation to the lived experience of teachers in this case.  
 
Passion and enthusiasm 
When I have considered ways in which emotions play a mediating role in the professional lives 
of teachers, I have identified in the data descriptions of emotions of passion and enthusiasm in 
the lived experience of teachers in this case. These descriptions of these emotions have been 
reflected in the data in relation to teachers’ passion and enthusiasm for their jobs and for their 
students. Crosswell and Elliott (2004) contend that passion for work is a key element of teacher 
commitment (p. 7). They argue that without passion for their work, teachers are at greater risk 
of burnout and face more challenges dealing with the intensification of their work. The 
intensification of teachers’ work means that teachers face a greater workload and increased 
sense of pressure, sometimes with little control over the direction of their work (Ballet et al., 
2006). In situations where the intensification of teachers’ work does not align with their own 
values or is not led effectively by school leadership, teachers face a greater challenge dealing 
with the stress of that intensification (Ballet & Kelchtermans, 2007; Ballet et al., 2006; Crosswell 
& Elliott, 2004; van Veen & Sleegers, 2006). The data indicate that teachers’ passion for their 
work is a multi-faceted emotion, with teachers interviewed describing their emotions in relation 
to their views of learning, their work and the students.  
In similar vein to Stephanie, a number of other participant teachers describe with passion the 
reasons they were drawn to teaching as a profession. The notion of making a difference to 
young people is further reflected in the following response that I have selected from the 
transcripts:  
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Well I came to education because my dad’s a teacher and I thought he was absolutely 
awesome in the way he approached students. He was actually my teacher and I saw him 
get through to students and a lot of other teachers didn’t get through.  The fact that he 
saw students as individuals, treated them as individuals and got the ones that were 
nearly living on the streets, back into school and home, that made me want to do that 
as well, to reach out to the ones that just don’t actually get help or looked after and get 
them back on track with everyone else. That was my main aim of wanting to teach 
(T109). 
This teacher passionately describes her reasons for teaching and her desire to be a positive 
force in young people’s lives. Her description of her job motivation is founded on her belief that 
through teaching she can have a positive impact on the lives of others, something which 
becomes a central part of her professional sense of self. The concept of a passion for teaching 
being founded on social experiences is also reflected in the transcript of another teacher’s 
descriptions of their reason for becoming a teacher:  
I always wanted to be a teacher. Ever since, from the age of 5 and this is sad, but we 
used to play teachers. Both my parents were teachers, I remember once my mum 
ripped everything out of her old chronicle and gave me her old chronicle and I thought 
it was just the best thing. I always wanted to be a teacher. I always wanted to be, I don’t 
know, not so much involved in the kids, which I don’t mind! (laughs) I mean I like kids 
and everything, but it’ s about the learning, because I was always in an environment 
where you learnt, regardless of who you were, what you were, there was always 
someone learning. It’s about giving kids what they need, if that makes sense. Whether 
that be knowledge, whether that be pastoral care, whether that be whatever, but at 
that time they need different things and it’s about trying to work out what they need  
(T303).  
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The passion for learning described by this teacher becomes a central part of the passion she has 
for her work and drives her to discover what it is her students need. In describing her 
experiences she describes ways in which teachers’ work is not confined to the transmission of 
content knowledge alone, but requires an understanding of the myriad of needs of the young 
people with whom they work. It is this aspect of teachers’ work which O’Connor (2008) argues is 
neglected in frameworks for teaching standards, contending that such standards are ‘...notable 
for their failure to acknowledge the emotional and empathetic skills which are required for 
effective teaching’ (p. 118). An examination of the current Professional Standards for Teaching 
(Victorian Institute of Teaching, 2005) indicates a focus on the technical and cognitive aspects of 
teaching being a dominant feature of those Standards. One standard, out of the eight, that 
‘Teachers know their students’ (Victorian Institute of Teaching, 2005, no page), implies the kind 
of emotional knowledge and engagement that is reflected in the comments of the above 
teacher. This standard refers to teachers knowing the social and cultural backgrounds of their 
students, along with understanding the learning needs of the students they teach. What this 
standard, and the others in the framework, fail to acknowledge is the emotional nature of 
teachers’ work and of the students they teach. Although the Standards make reference to the 
emotional knowledge and engagement teachers may have in relation to students, I have been 
able to identify the difficulty of addressing the emotional labour involved in teaching in 
professional documentation. My data that indicate that emotions are a central part of teachers’ 
work are consistent with research studies described in the literature (Crosswell & Elliott, 2004; 
Shapiro, 2010; Shoffner, 2009), and that during times of intensification, reform and change 
teachers are required to address their emotional responses (Ballet & Kelchtermans, 2007; van 
Veen & Sleegers, 2006), suggesting that they are to be considered by professional bodies and 
standards, as a means of recognising the emotional labour teachers perform.  
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While the professional standards state that teachers must know the content of the subject they 
teach (Victorian Institute of Teaching, 2005), teachers who have participated in my research 
describe a passion and enthusiasm for the subjects they teach. The data indicate that this 
passion for the subject area is more than knowledge of content pertaining to a specific 
discipline, but is related to a drive to engage students in the subject and its real world 
applications.  This passion for their work is a central part of their professional sense of self, as 
reflected in the excerpt from the transcript below: 
I love what I do. I love teaching --------[names the subject].  I love teaching the kids. I 
think that it’s so important that they learn to problem solve and that they can think for 
themselves and that they can actually see the beauty in --------------[names the subject]. 
I’m not a ‘-what it’s used for’ person. I have the history and the ‘-what it’s used for’ up 
my sleeve for those students, but I just think that in itself, that’s the fascination for me. 
But it’s not just that, if it wasn’t this subject, it would be whatever subject, it’s just that 
engagement with the kids and their development. I have a love for the subject, always 
had a love for the subject area. But it’s other things, people don’t think that happens, 
but there’s other things that take place in the classroom, it’s that ability to identify, you 
know, exactly what you know and what you’re trying to find out and what tools have 
you got to work it out with and I think that applies to anything (T103).  
In similar vein, another teacher describes enthusiasm and passion for her work as a teacher:  
Most days I can actually say I love my job and I would say that I come to school looking 
forward to going to school and I have that ‘I’m excited to be here and I can’t wait to do 
this!’ I love my topic subject, I love teaching what I teach, but I also love the way the 
kids act when they find out something new or what they are like in the classroom, when 
they are learning about something. So I get really excited about coming to school, 
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especially to teach some of the classes, and I get excited and I can tell them and they’ll 
say,  ‘Oh you’re such a nerd!’ or ‘That’s so uncool to be so excited’, but you can sort of 
tell that they like it too. So I just love that and I love the interaction with the students, 
that’s sort of my favourite bit, even when they can be a bit naughty and make life a bit 
tough sometimes, but you sort of forget that (T404).  
The passion teachers have described that they have for their work is clearly illustrated in the 
two extracts above, with teachers describing their love for both their content and for being able 
to share that love of learning and content with the students, and are two examples of a general 
attitude among the participants.  Again, teachers identify teaching as being more than the 
imparting of subject knowledge; it is also the making of connections in relation to learning and 
in making connections with students. Their descriptions of their experience indicate that the 
lived other is a key part of the lived experience of being a teacher. The relationship which 
teachers form with students is described by participants as providing them with a sense of 
inspiration and renewal in their work. In this sense the lived other in relations between students 
and teachers becomes part of what it means to be a teacher, and it is in referring to positive 
emotions and experiences as part of the experience of the lived other that teachers describe 
being able to navigate some of the more difficult moments of their professional lives. For the 
above teacher it is the emotions and enjoyment she gains from the interactions with students 
that provide one of the highlights of her job. Indeed these emotions enable her to traverse the 
difficult times of the job, in the times when students may be ‘naughty’; she is able to use her 
positive experiences with and feelings about students to ‘forget that’. Considering ways in 
which teachers’ emotions have a mediating role in their professional lives, these teachers’ 
descriptions of their lived experiences illustrate that their emotions of passion and enthusiasm 
lead them to feel positively about the work they do with young people and provide them with a 
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vision for the types of things they want to achieve both within the classroom and within the 
wider school community. 
 O’Connor’s (2008) study defines caring as a teacher’s pursuit of their professional philosophies 
and goals (p. 118). Drawing on this notion of caring, I argue that for these teachers, caring is an 
integral part of their professional identity and of the lived other that they experience in their 
work. This work is emotional in nature, with teachers’ philosophies and reasons for teaching 
having an emotional basis linked to their views of lived other as far as the relationships they 
form in their professional lives are concerned. Another teacher describes these feelings of 
passion and enthusiasm as being a central part of a teacher’s professional life:  
I think that they, the students, I think they can tell that I enjoy the role as the teacher 
and know the boundaries, that I’m not of one them, but that we’re part of a group. I 
want to instil in the students a passion for learning and I guess just by being exemplary 
in that, and um, you know I think even if the kid at the back who hates the subject, if he 
sees me really enjoying, you know, enjoying it and talking to other kids about it, 
hopefully, he’ll take on that and pursue something else. So I think you know in life to 
just witness someone who is actually enjoying their job and being enthusiastic. I think 
the day you start to get stale and hate it is the day you really need to leave and 
hopefully I’d be able to recognise that or my partner or family would (T302).   
This description illustrates the teacher’s belief that passion and enthusiasm are a central part of 
her work and she proposes that though her teaching and enthusiasm she will instil a sense of 
passion in the students she teaches. She describes her work as a means by which she can 
convey to students a lesson about the nature of work, ‘when they witness someone who is 
actually enjoying their job and being enthusiastic’ she hopes they will ‘take on that and pursue 
something else’. Calls for change in schools have been accompanied by an argument that school 
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change be addressed in ways which target teachers’ passions and beliefs about their work 
(Crosswell & Elliott, 2004; van Veen & Sleegers, 2006; van Veen et al., 2005). As illustrated 
above, for a number of the teachers participating in my research, their descriptions of a concept 
of a passion for learning and for their subject area is a key element in their lives, forming part of 
their job motivation (Kelchtermans, 2005). 
The notion of teachers participating in changes which align with their personal beliefs about 
teaching (Crosswell & Elliott, 2004; Kelchtermans, 2005; van Veen & Sleegers, 2006) is 
illustrated in the description given by one teacher, who in reflecting on her participation in both 
PEEL (2009) and the TFU (2010) course, describes her lived experience in the following way:  
Well, I have to talk about TFU, I volunteered for that and I absolutely loved it, even 
though I hated it because it was such hard work, it was really good. It was academically 
challenging, not because it was hard, but because it actually forced, it forced you to 
rethink lots of assumptions that I wasn’t aware I was having. So that was amazing and 
probably other people wouldn’t get the same out of it as me, but I actually really loved 
it, but I think it actually reinforced a lot of PEEL, it’s got that philosophy. That’s sort of 
the person I am, because I like to see an order and then I can see the bigger picture, but 
definitely it had a huge impact on my teaching practice. In fact, probably TFU has had 
the biggest impact, bigger than PEEL, even though I still use PEEL. PEEL changed the way 
I see it, so I’ve actually swapped it around a bit and you know I think I’m having some 
success (T105). 
The teacher says that she found her participation in these two programs focused on teaching 
practice which ‘...forced...’ her to ‘...rethink lots of assumptions...’, and in her descriptions of the 
experience she indicates that she is open to taking these risks as the programs link to her 
personal beliefs about teaching. This teacher describes herself as being able to find links to her 
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own ideas about teaching ‘I like to see an order and then I can see the bigger picture’ which 
contributes to her being more open to the professional challenges involved in the programs. 
Engaging this teacher’s description of her enthusiasm for the professional development and 
programs for change she has been involved in, I have identified another emotion teachers 
participating in my research describe, a feeling of success in their professional work. While 
these teachers speak with passion and enthusiasm about their work, their descriptions about 
their professional lives are also linked to the emotions associated with reward and success, 
emotions which are also associated with the passion and enthusiasm they have for their work. It 
is these emotions that relate to success and reward which I have considered as a mediating 
force in teachers’ professional lives.  
 
Reward and success 
When kids get something, you know you might be working with someone who just 
doesn’t get something and then it just all clicks into place, that’s it! (T303).  
When teachers describe their lived experience of teaching, they refer to the aspects of their 
work which provide them with positive experiences and I have considered these in moments of 
feelings of reward and success about their work. Kelchtermans (2005) refers to self-esteem as 
one of the components of teacher self-understanding, where self esteem links to the teachers’ 
appreciation of their job performance (p. 1001). This element of self esteem has been present in 
the data of my research when teachers talk about their work, as seen in the example from the 
transcript given below:  
Today a really good feeling was a letter written by an ex-student, just letting us know an 
update of where he was at. When he was here I honestly didn’t think we were getting 
through to him, but he was aware of his behaviours and how they affected the 
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environment around him and he didn’t put it in those words, but he conveyed that. That 
was one of the greatest thrills. It comes back to one’s actual personality, I’m often 
looking at the glass half-empty , the negative side, but the joys are the good kids, the 
ones who go out of their way to say hello. I have seen change over  the time I’ve taught 
the kids, their development and they’re the ones I’m helping, they’re the ones you 
make a difference to. In terms of direct feedback, I’ve had three letters in my entire 
time, one was from a student that we asked to leave and the one that almost brought 
me to tears, if not did, if I can put my emotions in that manner, is when he wrote ‘I 
thank you for everything you’ve done over the last five years, I’m a better person for 
having known you.’ Um, that student left the school and came back five months later 
because he knew my wife was pregnant, to ask what the sex was and how my child was 
going. That was second to none. I was in an unfortunate situation, where I had to 
attend, not had to, but wanted to attend this student’s father’s funeral and the follow 
up was he left the school and a year later came back to the school because of the 
environment we offer in the support side of things...the student returned to school and 
it has definitely been a positive, a major step for them and they are the major ones that 
stick out for me. Just the joy that some students bring, the witty banter...the talk about 
issues that they mightn’t agree with, but hopefully I present and not force down their 
ideas and tell them what I think, but share those ideas (T402). 
In this description of his experiences, the teacher refers to key moments of his teaching which 
have provided him with ‘the greatest thrills’. In calling upon stories of successful moments in his 
teaching career, the teacher talks about the students he perceives have experienced growth 
and have recognised his role in their development. This is another example from participants’ 
descriptions of their experience of ways in which the temporal landscape of the lived 
experience of being a teacher plays a mediating role in teachers’ work. The teacher draws on 
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positive experiences in his teaching career which are characterised by the special relationship 
he has been able to form with students. These positive experiences of lived other mediate ways 
in which the teacher perceives his role as a teacher and are associated with his understanding of 
the relationship he has with others in this case. In similar vein to other participants in my 
research, this teacher describes his goal of trying to encourage students to broaden their 
viewpoints through the sharing of ‘ideas’. His description of his motivation reflects the 
experiences of a number of teachers in this case who perceive their work as more than the 
delivery of content knowledge. In this transcript I have identified an emotional trough, as well 
as some of the feelings associated with reward and success.  This emotional trough is present in 
the interview when the teacher describes ways in which he struggles with some of the 
frustrations of his professional life. As seen in the transcript of his interview,  he admits that he 
often is a ‘...glass half-empty...’ person, but when he speaks about his future perspective in 
teaching it is the  idea of the success and rewards of teaching which become a driving force in 
sustaining his professional identity:  
The frustrations and the being threatened to be sued and this and that, and the work 
load is continually going up and going up, um, there’s times I’ve definitely questioned 
why? And on other days you walk out and you think ‘that’s why I teach’. I definitely see 
myself teaching for the next, ah quite a few years, and aiming to become more 
educated in my understanding of teaching (T402). 
This teacher’s description of his experiences highlights the idea that feelings associated with 
reward in teaching are more than the successful accomplishment of curriculum based goals, 
with the notion of lived other becoming a central part of what it means to be a teacher. The 
emotional connections made with students, the journey of watching young people develop and 
being able to play a central role in that development is what provides feelings of reward and 
success in this teacher’s professional life. Despite being able to identify a range of challenging 
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aspects in his profession, this teacher finds that the rewards and positive experiences are what 
keep him returning to his work. It is his emotions which play a mediating role in his professional 
life, allowing him to sustain his job motivation through the emotional troughs and challenges of 
teaching. 
The notion that the positive emotions associated with teaching keep teachers feeling 
professionally renewed is also illustrated by Stephanie’s experiences as described in the 
beginning of this chapter. Her feelings of success when students come back with ‘...a flood of 
ideas...’ lead to her feeling both willing and able to participate in acts of professional 
vulnerability and risk-taking. She describes the reward from seeing student achievement as 
confidence in being able to try ‘something challenging rather than the traditional chalk and talk 
methods’. In this way emotions play a mediating role in Stephanie’s professional life, providing 
her with the confidence to experiment with her teaching practice. For a number of participants 
in my research feelings of reward and success are described as also associated with positive 
feedback about teaching practice. This feedback is described by teachers as acknowledgement 
from colleagues or those in positions of responsibility about professional practice. One of the 
challenges facing educators is finding the opportunities and methods to provide a space where 
teachers can receive feedback and acknowledgement of the work they do (Day & Leitch, 2001; 
Shapiro, 2010). For one teacher this feedback is perceived as a central aspect that leadership 
are to incorporate in schools, particularly during times of change: 
...the whole Pygmalion effect! How good is that?! Because if your person above you 
thinks you’re great and recognises the work you’ve done, they put more effort into you, 
you grow as a human being and it’s a whole cycle. You get better and better and better 
and so does everyone else. It has a major effect. If you don’t feel supported because 
someone hasn’t recognised you or they’ve recognised you in a way you don’t want to 
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be, you don’t grow and you become stagnant and you become one of those sticks that 
stop everyone else from moving because you’re just a big stick of negativity (T403).  
The importance of feedback on job performance is reflected in her comments about the 
Pygmalion effect. It also highlights ways in which emotions can influence teachers’ working 
lives, with the teacher’s suggestion that without support and positive feedback teachers can 
experience negative emotions that lead to a stagnant profession, unable to move forward. This 
has a number of implications for schools in the process of change, as it highlights the 
importance of acknowledging and addressing the emotional labour involved in change, 
suggesting that the giving of feedback during times of change in schools requires further 
development in change processes. It is consistent with what the literature suggests as being 
important for the emotional labour of change reforms to be addressed and recognised (Day & 
Leitch, 2001; Schmidt & Datnow, 2005; Shapiro, 2010), and for teachers to have the opportunity 
to make sense of the changes and receive feedback and acknowledgement of their work in a 
climate of intensification. When the intensification of work practices during times of change is 
not accompanied by feedback on teachers’ work, they may be left feeling incompetent (Ballet & 
Kelchtermans, 2007), and experience an emotional trough in their teaching where they are at 
risk of becoming what the teacher above describes as a ‘stick of negativity’.  
In similar vein to other teachers participating in my research, for this teacher, her descriptions 
of her continued work in the profession is bound up in her professional goals of wanting to 
make a difference in young people’s lives: 
...to get to that point when they are 18 and they  leave and you think, ah you 
actually made a difference and I think it’s the ‘you made a difference’ that is 
going to keep me here...I know I made a difference’ (T403). 
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A consistent feature emerging from the data is that participating teachers describe the 
successful moments of their teaching as the ones which kept them renewed in the profession, 
illustrating ways in which teachers’ understandings of their work are linked to their temporal 
landscape of past, present and future experiences. The positive emotions (O'Connor, 2008) 
associated with teaching are not the only ones teachers describe as being experienced 
(Hargreaves, 1994; Zembylas, 2003a). There is a number of negative emotions that teachers 
may experience in their working lives (Day & Leitch, 2001; Shapiro, 2010), and these negative 
emotions have at times been absent in discussions of teachers’ work (Hargreaves, 1994; 
Shapiro, 2010). When considering the mediating role which emotions play in teachers’ work, in 
particular during times of change, teachers describe key moments from their lived experience of 
teaching and from descriptions given by teachers participating in my research, I have identified 
frustration as an element in their working lives. One of the forms of frustration teachers have 
described is frustration with self and it is this emotion I have considered in the next section of 
this chapter.  
 
Frustration 
In my considerations of teachers’ descriptions of their work, I have identified frustration with 
self as an emotion which highlights the blurring of the personal and professional worlds of 
teachers, something which is also consistent with that which is represented in the literature 
(Day & Leitch, 2001; Schmidt & Datnow, 2005; Shapiro, 2010). Teaching is a profession where 
emotions play a central role (Nias, 1996; O'Connor, 2008), with Kelchtermans (2005) arguing 
that teachers’ sense of identity is based on their personal interpretive framework made up of 
their beliefs, and which functions as a lens through which they make sense of their work (p. 
1000). Teachers’ self-understanding (Kelchtermans, 1993) includes their perceptions of their job 
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performance, and it is when considering this concept of participants’ descriptions of their 
perceptions of their job performance that I have identified a frustration with self as a way in 
which teachers experience emotions in their working lives. I have also considered ways in which 
this sense of frustration is related to existential themes of lived time and lived space. 
 In their descriptions of their work, a number of participants in my research draw on their 
perceptions of themselves as a person to illustrate ideas about their performance as a teacher, 
reinforcing the idea of the blurring of the boundaries between the cognitive and non-cognitive 
elements of teachers’ work (Kelchtermans, 2005; Nias, 1996). A number of participants in my 
research refer to moments in their teaching where they identify a disparity between their goals 
for teaching and their perceptions of their actual job performance, resulting in what they 
describe as a sense of frustration. For one teacher, the frustration he feels at not meeting his 
own expectations leaves him questioning his performance as a professional:  
I don’t feel I do a good enough job because you are not getting through to some of the 
students and is that, well I don’t know if that’s because of lack of skills or because you 
are not going to get to that student. Unfortunately, I find the positive stuff is 
overlooked, because maybe it’s my personality, the glass is half-empty rather than half-
full and you know, you’ve had a great day to a point and then one little thing can really 
get under your skin. Again with that you come back to, what have I done, what didn’t I 
do, I haven’t done a good enough job (T402). 
What I have found striking in this teacher’s response is his expression that he hasn’t ‘...done a 
good enough job’. His analysis of his own performance incorporates thinking about his practice, 
‘...what have I done, what didn’t I do...’, but the overriding aspect to emerge from this transcript 
of his descriptions is the emotional trough he experiences as he ponders if he has completed a 
satisfactory job.  He describes his experiences by saying that the positive aspects of his 
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performance are overshadowed by his more negative thinking, leading him to the final 
conclusion that on that day he had not ‘done a good enough job’. When describing this moment 
from his teaching, he tries to find an explanation for his response, suggesting that it is his 
personality which leads him to see the glass as ‘half-empty rather than half-full’. In similar vein 
to Stephanie, whose descriptions of her experiences illustrate ways in which she questions her 
pedagogical practice, the above teacher again describes the emotional labour involved in trying 
to bridge the gap between professional goals and a sense of achievement in job performance:  
I think I was always a reflective teacher because I’m always a reflective person and I 
probably overthink things, probably in a negative sense, I might take too much on, in a 
personal sense, on a class level, ‘that didn’t work and that was my fault because of 
that’, and absolutely run through all things and scenarios; what did happen and what 
may never happen, um, and yep I take too much on (T102).  
The teacher describes himself as a ‘reflective person’ describing this as a contributing factor in 
his reflective personality as a teacher. This reflective personality leads him to think about things 
which ‘may never happen’ and he is conscious that he ‘might take too much on’. This adoption 
of heavy responsibility for what occurs in the classroom environment is described by a number 
of participants in the case, and I have explored another teacher’s descriptions of their 
experiences and emotions in relation to this concept later on in this chapter. A number of 
teachers identify themselves as reflective people, describing ways in which they experience this 
component of their personality in their professional lives, as illustrated in the following 
teacher’s comment:  
I am a very, very reflective person. In fact, I’m a much quieter person than I let on. 
Reflection is enormously important to me, although many people see me, I suspect, and 
this is the mask I wear, as a pleasant fool (T108).  
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The teacher describes adopting a mask in the workplace of a ‘pleasant fool’, while keeping the 
reflective aspects of their personality hidden from colleagues. This description is interesting as it 
suggests that the teacher finds it better to be the ‘pleasant fool’ in the school context. The 
theme of lived other in this sense is related to ideas about what types of responses and 
interactions are socially acceptable, along with the masks teachers adopt to hide particular 
emotions in a school environment, and is one which I have explored in more depth in Chapter 
Seven.  
For a number of participants in my research, the description of their experience of frustration is 
one which enables them to respond to the situational needs of their classrooms. The frustration 
they describe is associated with moments when the class was not going in the direction they 
had planned, and a number of teachers in my research describe responding to that need by 
changing their goals for the lesson, a concept referred to by Schön (1987) as ‘reflection-in-
action’ (p. 26), and something I have examined in Chapter Two. Van Manen and Li (2002) refer 
to the concept of pathic knowledge as the pedagogical skill of teachers to meet the situational 
needs of students, arguing that a pathic language is needed in order to discuss the ‘experiential, 
moral, emotional and personal dimensions of teaching and school life’ (p. 220). The notion of 
teachers possessing a pedagogical knowledge that enables them to respond appropriately to 
given situations in the classroom environment has also been referred to as tacit knowledge 
(Polyani, 1967).  
The notion of tacit knowledge is reflected in the work of Polanyi (1967) where he describes this 
knowledge as that which is unconsciously known. The ability of teachers to respond to the 
situational needs of their classrooms which I have drawn from the interview data is described by 
teachers as being part of a toolkit of skills and knowledge they draw upon when faced with 
frustration in the classroom. The concept of pedagogical subject knowledge is described in the 
literature (Grossman, Wilson, & Shulman, 1989; Stodolsky, 1988), with Kennedy’s (1990) review 
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of  the literature in the field describing subject knowledge as comprising three aspects: the 
content of the subject;  the structure of the content; and the methods of inquiry used within the 
field of the subject (p. 6). Kennedy (1990) discusses the nature of pedagogical subject-matter 
knowledge, which she describes as a ‘blend of knowledge…on one side subject matter and on 
the other side, students’ (p. 10).  
In my consideration of the interview transcripts I have argued that the toolkit described by 
teachers comprises more than pedagogical subject-matter. Rather, it is the intersection of this 
knowledge with the pathic principles of teaching and the personal qualities of individual 
teachers (McDonough, 2007). When they experience a sense of frustration that lessons are not 
going as planned, teachers draw on their pedagogical knowledge to enable them to identify 
when students did not understand material and to adopt quickly a strategy which will engage 
the students more effectively (McDonough, 2007). In describing this situation one teacher 
refers to her knowledge of the students and their experiences as contributing to her ability to 
respond to this situational need: ‘if they’re not understanding something I think about their age 
group…I try to think of things they can relate to’ (T106). In seeking ways to respond to the 
situational needs of the classroom, the teacher draws on the relationship she has with students 
to find a means to engage them in the content. Another teacher describes this ability to respond 
to situational need saying:  
Sometimes I could have plans, but something comes up during it and that’s when I’ve 
just got to change tack and run with this, because that’s actually something that I do 
want to achieve with them, maybe not in that initial plan or at that time, but it’s a 
perfect opportunity to open up for that (T109).  
For a number of teachers in my research, their descriptions of their lived experience in 
responding to situational needs indicate that this ability lies in a combination of flexibility and 
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confidence. I have identified this as differing from the notion of the teacher as the expert as 
described by Britzman (2001), who sees the teacher as expert as being able to ‘think on her/his 
feet’ (p. 87) in order to maintain control, in this case it is a confidence described by teachers to 
identify and respond the moments when students require challenging in alternative ways. The 
intersection of these two aspects provides this teacher with the ability to stop what they are 
doing and go in a different direction:   
 I’ll be able to halfway through an activity, abort and try a different approach if I think 
it’s not working, or if I can see it’s not leading down the right path….so I think that’s 
confidence as well which allows you to do this. I think it’s a skill you’ve got to develop; I 
don’t think you inherit it any other way except through practice and confidence (T101). 
A number of teachers describe their frustration and their subsequent ability to change direction 
as being based upon their intended goals and aims for the lesson ‘…they could be good 
responses, but it may not be the direction I’m trying to get to’ (T107). It is in their descriptions 
of ways of responding to this interplay between their goals for the lesson, the students’ 
responses and reflection on the situation that teachers exhibit van Manen and Li’s (2002) notion 
of possessing the ‘perceptiveness of the teacher for what is appropriate to say or do in any 
particular moment’ (p. 218).  
When discussing their ability to change direction during a lesson, a number of teachers refer to 
the skills they possess which enable them to do so. A number of teachers speak about these 
skills by describing the knowledge they could draw on when classes are not going as planned, as 
illustrated below in the comments drawn from two transcripts:  
I stopped it…because I didn’t want to bash my head against the wall. So I just stopped 
and went on with something else. I always have something up my sleeve (T105). 
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If I know I’m not getting the response I want…I might quickly on the spot change an 
activity…go to something new. I’d always have something up my sleeve and that’s what 
you refer back to, all the little tricks you’ve got up your sleeve (T113).  
The concept of having a set of ‘little tricks…up your sleeve’ is something I have identified in the 
data as being closely related with the ability to change direction throughout a lesson. When 
describing ways in which they were able to draw on this knowledge, one teacher describes it as:  
...past experience, I suppose, sometimes just creativity in my head of what might work 
well. What’s another way I can explain it? I think it’s based on experience and I think, 
oh, it’s a combination of things, well with me, its stuff I know that works, in your 
approach, it’s all the little things that you do, things that you remember that have been 
really good and productive or that you’ve got a good response to, so I would say it’s a 
combination of all those other things (T106).  
The data indicate that teachers draw on the temporal landscape of their lived experience as a 
teacher in order to recollect ideas and strategies which have previously provided them with 
positive outcomes. The concept of a toolkit as described by this teacher illustrates the aspect of 
pedagogical subject knowledge, along with the knowledge of the students. This toolkit that the 
teacher draws on is more than the pedagogical subject knowledge;  it also incorporates the 
personal characteristics and passion of the teacher:  
Obviously it’s experience, but some of it has to come naturally and obviously it’s got a 
lot to do with your own personality…I mean how can you not have personally 
something to do with your teaching? (T106) 
When participant teachers have described a sense of frustration in the classroom and the ability 
to respond to situational need by drawing on what van Manen and Li (2002) describe as the 
pathic in teaching,  a number of teachers in my research have illustrated the blurring of 
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boundaries of the cognitive and non-cognitive aspects of teaching as suggested by Nias (1996), 
and indicate that they draw on a combination of these skills to resolve the frustration they 
experience in the classroom environment.  
The blurring of the personal and professional boundary is illustrated in a later section of 
Stephanie’s transcript when she describes ways in which her experiences in her personal life 
influences on her professional sense of self:  
Everything is different after having a child. I guess my priorities in my work have 
changed. My work ethic was different in a sense because I had put a lot of pressure on 
myself to do things more than perfect, so I guess it opened me up into seeing what was 
really important in life in general (T405).  
Stephanie describes the birth of her child as a key moment in her personal life which has 
enabled her to re-evaluate the importance of her work experiences, explaining that it made her 
less ‘career driven’. Huberman (1993) contends that one of the elements of the stabilization of a 
teaching career involves finding a balance between the demands of work and family (p. 37), 
something Stephanie describes as she discloses her experiences of motherhood and the ways in 
which it influences her professional life. An awareness of what is ‘really important in life in 
general’ enables Stephanie to find the balance between her work and her personal life outside 
the school environment. For another teacher in the case, her experiences leave her feeling 
depleted and undergoing an emotional trough where she is questioning her experiences as a 
teacher:  
I’m very conscious that you can’t say some things. You have to be very, well it’s all 
about managing me as much as it is about managing the students. Some kids push your 
buttons, they do, and they do it deliberately, and I don’t know, it takes a strong person 
not to retaliate doesn’t it? A strong person, and I think it’s unfair to expect people to be 
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able to do that, day in, day out. I think, honestly, I can see why people don’t stay in the 
profession very long, because there’s a huge community pressure out there and I don’t 
even tell people I’m a teacher anymore. I don’t know how you feel, but because there’s 
this huge vitriolic opinion out there of what you should be doing, and it’s all your fault 
that they’re not learning, and even in the newspaper, there’s attacks – get the teacher! 
And I think that that has its toll and you have to be either a marathon man or insensitive 
to withstand it. And if you do step over the line, you’re out the door, and I think that is 
unfair, we allow the students to make mistakes, why can’t we? (T105).  
This teacher’s description of her lived experience is of feeling a heavy societal pressure and 
responsibility for achieving good outcomes with students, saying that there is a ‘vitriolic opinion’ 
of what she should be doing as a teacher and that ‘it’s your fault’ students do not achieve. She 
describes an emotional trough, where her negative experiences as a teacher leave her feeling 
unwilling to talk about her work in public, illustrated when she says, ‘I don’t even tell people I’m 
a teacher any more’. She describes the pressure of having students ‘push her buttons’, 
disclosing that it takes ‘a strong person’, ‘a marathon man’ or someone ‘insensitive’ to 
‘withstand’ the pressure of classroom life. In her description is the sense that she is feeling 
unable to cope with these pressures and she goes on to describe her perception that if teachers 
do something wrong they are ‘out the door’. Her experiences in education lead her to suggest 
that she understands ‘why people don’t stay in the profession very long’. For this teacher the 
concepts of lived time and lived other can be drawn upon to identify factors that mediate her 
understandings of her work. Her experience of lived time as a teacher is associated with the 
temporal landscape of the experiences she has had, and in this case, her experience of negative 
reactions and relations with others mediate her present perception and understandings of what 
it means to be a teacher. Her experience of lived other is characterised by the relationships she 
shares with others as a result of her profession, and for this teacher, her experience of lived 
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other is a negative one where she says she feels subject to criticisms. She suggests that she feels 
a fear of losing her position in the school should she fail to live up to expectations. I have 
explored the concept of teacher fear in more detail in Chapter Six.  
Hargreaves (1994) explores feelings of guilt among teachers, arguing that a persona of 
perfectionism contributes to their experiences of guilt (p. 149). Hargreaves (1994) contends that 
intensification of work and greater accountability can create models of a singular concept of 
‘core of practice’ (p. 149). He argues that the result of these models of what practice should be 
is that teachers feel less able to share doubts and experiences as ‘different practice may be 
construed as bad practice’ (p. 150). Hargreaves (1994) argues that when professional and 
personal lives become segregated teachers are at risk of feelings of anxiety about their 
competence. Shapiro’s (2010) contention that ‘My professional identity was eclipsing my 
humanity’ (p. 612), suggests that the personal is at risk of being consumed by the professional 
with teachers not encouraged to explore the emotional aspects of their work. Shapiro (2010) 
and Hargreaves (1994) argue that teachers require the space to discuss all their experiences, 
positive and negative, with Hargreaves (1994) further contending  that where difficulties cannot 
be shared teachers become trapped in the ‘persona of perfectionism’ (p. 150), where they feel 
the pressure of reaching high standards in their profession. He contends that the persona of 
perfectionism is linked to the pressures of the workplace and I have considered ways in which 
the school environment, the lived space of the school, has contributed to the stereotype of 
perfectionism or of the pedagogical whiz (Shapiro, 2010, p. 618) who can cope with anything, in 
more detail in Chapter Seven. The frustration and struggle a number of participant teachers 
have described is associated with changes in  their professional lives and I have examined issues 
of teacher emotions in times of change in Chapter Six, before moving on, as stated, to examine 
the role of school context in Chapter Seven.  
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Concluding comments  
In this chapter I have examined the role that emotions play in teachers’ working lives. In my 
consideration of the first of my research questions in relation to the data I have identified that 
teachers in this case describe the lived experience of their work in relation to the emotions they 
experience during their teaching. The descriptions of teachers in this case illustrate the blurring 
of personal and professional boundaries, with teachers describing their perceptions of their 
sense of self as influencing the ways in which they respond to elements of their professional 
lives. Teachers in this case describe positive emotions such as feelings of passion, enthusiasm, 
success and reward when talking about their work. Teachers’ descriptions of the lived 
experience of being a teacher are associated with their understandings of the relationship with 
lived other, with teachers describing the development of relationships with students and the 
ability to play a role in their growth and development as a central part of their job motivation 
and work. The positive experience of lived other also has a temporal dimension where teachers 
describe positive emotions as ones which have enabled them to feel renewed in their 
profession.  
Considering the emotions teachers experience in their work, I have also identified emotions of 
frustration, and ways in which teachers draw on this frustration to respond to the situational 
needs of their classrooms. I have also examined the emotion of frustration, describing this 
emotion as being associated with an emotional trough in teaching. I have described this 
emotional trough as a time in a teacher’s working life when they experience more negative 
emotions and challenging situations. Introducing this concept of the emotional trough, I have 
commenced examining ways in which teachers respond to these troughs, something which I 
have explored in more depth in Chapters Six and Seven. In this chapter I have established the 
context for the following chapter where I have explored ways in which the implementation of 
change is mediated by teachers’ emotions in their work. 
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Chapter Six: Emotions at work  
 
Chapter overview 
In the previous chapter, Chapter Five, I began by exploring the role that emotion plays in 
teachers’ professional lives. In this chapter, Chapter Six, I have explored the relationship 
between teacher emotions and the introduction of change in the school environment. In this 
chapter I have examined data which represents ideas associated with my second research 
question ‘In what ways is the implementation of change reforms mediated by teachers’ 
emotional responses?’ In this chapter I have continued to develop and examine the concept of 
the emotional troughs of teaching, something I introduced in the previous chapter as a period 
during which teachers’ experience challenging emotions and situations in their professional 
lives. I have considered ways in which van Manen’s (1990) concept of the four existential of 
lived time, lived body, lived other and lived space, may be identified in teachers’ descriptions of 
their lived experience of work in a time of change.  
 
In my examination of relationships between teachers’ work and their emotions, particularly 
during times of change, I have drawn on the concept of phenomenological writing based on the 
work of van Manen (1990) and Sharkey (2001) which I discussed in Chapter Four. In doing so, I 
have taken one teacher’s transcripts and reconstructed them into a narrative which 
demonstrates that teacher’s descriptions of her lived experience of work in a time of school 
change. The construction of the narrative presented below has enabled me to identify ways in 
which this teacher describes her experiences of change and change processes. In this 
reconstructed narrative direct excerpts from the transcribed interviews are presented in single 
quotation marks.  
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Jane’s story  
Walking into a staff office crowded with desks, books, and filing cabinets I see Jane 
sitting at her desk. Jane turns to greet me with a broad smile on her face and we begin 
to talk about her goals as an educator; for her students she aims ‘To provide as best as I 
can, information or experiences so that school is beneficial for them; they have skills 
when they leave and they can cope with the outside world’. Jane and I begin to talk 
about the school and how she perceives that it has changed during the time she has 
taught here. Jane had mixed feelings about her arrival at the school, she thought that ‘it 
needed to move forward’ and she was bemused by the reliance on textbooks. Now Jane 
is feeling change and ‘there’s been real growth, teachers are using different approaches 
in teaching...you can feel it in the school...so there’s a whole lot of change taking place 
at this school and its very positive’. Jane acknowledges that ‘change is always difficult’, 
but she feels that ‘things are just moving forward and because of this big change, even I 
have changed’. Jane feels strongly that teachers need ‘opportunities to see what is 
taught and to implement it in their classrooms’, but is also conscious of the 
intensification of teachers’ work. ‘Teachers are overloaded with work and all the little 
things that are not on the timetable and it’s really difficult, so I think perhaps inservicing 
teaching staff before school starts, really well planned inservices with really good 
speakers, practical hands-on experiences would really, really help. I don’t think it’s fair 
to ask teachers if they’re not exposed, especially if they’ve been in the game  for a long 
time and they’ve developed their own skills and their own methods, they’re the ones 
that are extremely hard to change’.  
Jane feels that the school had ‘a good feel’ and in her work she has found more support 
than previously; ‘Sometimes  -----[names a teacher in a senior leadership position], he 
comes in and he might join in the class and ask questions with me or stand beside me 
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and he knows what I’m doing’.  Jane is thriving on the possibilities and opportunities for 
change, ‘There’s this positive atmosphere that they want to go places and do things and 
that positiveness and willingness, I’m really eager to be a part of it’. I leave Jane at her 
desk eager to get on with her work and embrace the change that she can see around 
her. 
When I next meet with Jane she is finding it difficult to harness her enthusiasm for 
change in the relationships she has with her colleagues, ‘Everything’s on the rush and 
planning could be better if it was done better’. Jane is still working on her teaching 
practice and is trying to take risks in her teaching. When I ask her about how supported 
she feels in taking risks with the curriculum and her practice she pauses before replying, 
‘Um, yeah, absolutely, yeah I do, I do’. While verbally saying yes, Jane is emphatically 
shaking her head to signal no. I ask her why she did that and her response is, ‘Aargh, 
what did you say that for?’ Jane and I are alone, but she still looks furtively around the 
room before replying, ‘Yes, yes oh yes. But you know, do department heads think like 
you do? And no, no, no and of course everyone has their own ideas and I’m going to get 
in trouble’. Jane is beginning to feel frustrated about the change process taking place in 
the school, ‘I just think sometimes that people can be so trivial about stupid things, 
people are wanting things to happen and change and yet they’re not so willing. There 
was an issue about paper. A couple of people yelled out about paper and I was thinking 
“You want to change a whole approach to teaching, why can’t you get over paper?” The 
fact that there was an issue about friggin’ paper, oi, oi, oi! I just thought, right, okay, I 
got my own paper and I made bloody holes in the wall and I don’t care! Because the 
learning is more important! I mean it’s such a trivial thing, but it’s the fact that it 
happened.  Jane is beginning to identify different levels of support, which are in 
contrast to when I’d first spoken to her and she’d talked about a teacher in leadership 
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standing beside her. Now she says, ‘There’s support and there’s support. And 
sometimes I feel a bit like you have to prove yourself before you get support’. Jane feels 
that things are, ‘in progress, because I took the risk of doing and they can see’. At the 
end of the interview Jane looks around the room once more, laughs and wonders if she 
‘still had a job tomorrow’.  
In our third meeting Jane still sees a need for professional development to foster 
change in the school. ‘Everyone is going to resent change, so they’re going to direct it at 
those in charge. But anyway, what I’m saying is if another person came in right now, 
you’d have this other person and it’s not just them , and we’ve got to get on with this, 
we’ve got to move, let’s stop sitting on our bums’. Jane’s enthusiasm and eagerness to 
be a part of the change is still evident, ‘It’s happening here, I can see it and I can feel it’. 
Jane feels that she has the ability to be part of the change but is worried about being 
silenced, ‘I remember coming to this school and trying to change a few things and I 
thought I had something interesting to offer and I was shot down, so you know, it was in 
a little way, it was subtle, but I thought, you know, into your box. See everyone knows 
me now, so it’s different. The stuff that I’m doing now, people ask me questions, so in a 
little way I hope that I’m opening other people’s eyes to the different things that you 
can do’. Jane is worried about the direction of the change occurring in her school but 
says, ‘I think, I know, they want change, but I don’t know what it is. I don’t really know 
where the school wants to go. I’m playing with this idea, wondering if I’m going to get a 
kick up the bum and I don’t know.’  
When I next meet Jane her enthusiasm for change is tempered by the intensification of 
her work, ‘Anything that’s happening outside school in the community, then there’s an 
impact on us you know. Somewhere down the track it’s always education that cops it 
and we carry it. I think teachers are becoming more administrators than teachers, 
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there’s so much more written work that has to go with justifying your teaching and 
accountability. As soon as we change it, we rechange it and then there’s another 
change. It’s ongoing and it’s got to the stage where I think it’s ridiculous. I don’t think 
they’re achieving anything with these changes. It’s like no-one knows what the hell 
they’re doing’. Jane is acutely aware, of the politics of school life, ‘You see injustices or 
you see workloads that are distributed unevenly, or people don’t recognise you for 
what you’ve done. You put your heart and soul into it and even if there wasn’t any 
recognition, but just...acknowledgement of some sort. I think it’s really poor when staff 
are constantly being told off for stupid things. I’ve been really upset this year, because 
I’ve been put under the pump, I’ve been working under the pump. I’ve never felt such a 
lack of support as I have this year and made to feel bad. I want to get out of my teaching 
area and go somewhere else where I can make a bit of a difference. 
 I’ve got shortcomings, I accept that and maybe I’m not built for positions of 
responsibility, but you can’t always praise the same one or two, there are other people 
who have done a lot and they should be recognised in a small way. No card, no nothing 
like that, just a tap on the shoulder, something simple, but there’s nothing, they just 
give you a kick in the head. The principal and the hierarchy need to look after the staff, 
as the staff need to look after them. I think it’s a two way thing. Show respect for them 
and they’ll show respect for you. In times of need, or when you are under the pump, or 
when you are under a lot of pressure, back off, be supportive, say “we know, we will 
help you”. I think at this point, for me personally, I have given and given and given and 
I’m at the stage where I’m saying — enough.’ I ask Jane about her future and it is here 
that hope reawakens and the enthusiastic, passionate teacher I saw at the first 
interview re-emerges like a phoenix from the ashes of her frustration.  ‘I like being with 
kids. Yeah, I like it and I don’t know why but I do. And I like the challenge, you know, of 
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doing new things. I can’t wait to get that book on differentiation, I’m going to check that 
out’.  
When I leave Jane she is going to the library to see if her book has been processed. 
Jane’s journey of teaching in this school in a time of change is clearly underpinned and 
mediated by her emotions about her work and the school. From her feelings of hope, 
enthusiasm and willingness to her later emotions of frustration and her perception of a 
lack of recognition, all of these have contributed to ways she carries out her role in the 
classroom and to her interactions with colleagues and other members of the school 
community.  
 
Exploring Jane’s journey of change 
Jane’s descriptions of her journey and her experiences in a time of school change may be 
explored in relation to the role of her emotions in her work and considered in light of my 
research question, ‘In what ways are the implementation of change reforms mediated by 
teachers’ emotional responses?’, and in light of the four existential themes of lived time, other, 
space and body (van Manen, 1990). Jane’s description of her experiences illustrates the 
emotional nature of her work and the ways in which her professional life is mediated by both 
her emotions and the school in which she works.  A closer examination of the narrative makes 
visible what I referred to in Chapter Five as an emotional trough of teaching. As I stated in the 
introduction to that chapter, I have used the term ‘emotional trough’ to describe a time in a 
teacher’s professional life when they experience a range of challenging and negative emotions, 
with these emotional troughs also taking place during the implementation of school change. 
The concept of the emotional trough suggests that teacher emotions are not static, but are 
rather dynamic experiences, and the notion of the troughs of teaching is suggestive of teachers 
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being able to navigate the challenging moments of their professional lives. This navigation of 
the emotional troughs of teachers may be identified as being mediated by the lived space of the 
school environment, the teachers’ own beliefs about their work, and the theme of lived other in 
relation to the interactions they experience with leadership and colleagues. I have considered 
these in more depth in Chapter Seven.  
In my consideration of Jane’s emotional troughs I have been able to identify a range of 
emotions she experiences during the implementation of school change and the mediating role 
these emotions play in her work. When change is first introduced and discussed in the school, 
Jane has a positive response to the call for change and can see that in the school she works, 
‘there’s been real growth, teachers are using different approaches in teaching...you can feel it in 
the school...so there’s a whole lot of change taking place at this school and its very positive’.  
Jane’s perception of the lived space of the school is that it is a positive space, with her 
expression that ‘you can feel it’. She has demonstrated an awareness of what Crosswell and 
Elliot (2004) describe as a need for leadership to tailor change to the philosophies of teachers, 
with Jane arguing that teachers need ‘opportunities to see what is taught and to implement it in 
their classrooms’. Jane’s professional knowledge has provided her with the ability to see that 
change for teachers can be a complex and challenging process, which as Stenhouse (1975) 
argues, can require teachers to adopt ‘...initially at least, the burdens of incompetence’ (p. 169). 
Jane has described herself as being open to taking risks and has expressed excitement about 
what might result from that professional risk taking. The driving force behind this professional 
risk taking can be seen to be Jane’s philosophy and purpose for teaching which she has 
described as ‘To provide as best as I can, information or experiences so that school is beneficial 
for them, they have skills when they leave and they can cope with the outside world’. This 
underlying goal of her professional work has led her to see the possibilities in transforming her 
practice so that she can provide students with better education opportunities. Her willingness 
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to be involved in change, ‘I’m really eager to be a part of it’, is represented by her as being 
mediated by her feeling of support from leadership. Her description of a senior figure in 
leadership coming and ‘stand(ing) beside me’, is an indicator of the importance of support from 
leadership in times of change, a concept reinforced in the literature (Kelchtermans et al., 2009). 
Jane’s lived experience of being a teacher and the positive emotions she has described at this 
time, are linked to the concepts of lived space and lived other as the relations Jane forms with 
others, particularly those in positions of leadership. These are positive in nature, creating what 
she earlier described as a ‘feel’ happening in the lived space of the school. Jane’s descriptions of 
her experience indicate her perception that she is not left to implement someone’s agenda for 
change, but is involved in a joint process of school improvement and development.  
The first trough or low point in Jane’s emotional journey illustrates that the process of change 
combined with the intensification of teaching can be demanding. Fullan (1992) argues that 
when changes are implemented people experience what he refers to as ‘the implementation 
dip’ (p. 25), with demands becoming challenging as people attempt to make sense of changes 
and develop new skills. Jane’s description illustrates her perception of the pressure of a lack of 
time in her work and I have identified a change in her willingness or ability to participate in 
professional risk-taking. The intensification of her work is associated with Jane’s descriptions of 
there being insufficient time to spend developing agendas for her teaching, with her 
descriptions of her experiences reinforcing  Kelchtermans et al.’s (2009) argument that 
‘teachers experience a permanent lack of time’ (p. 221).This may be seen to be mediated by the 
socio-political context of the school, where Jane has described feeling a lack of support and a 
need to hide her emotions about the process of change.  
In her description of her lived experience I have identified a shift in the lived space of the 
school, where the positive ‘feel’ she had described has shifted to a space in which Jane 
describes a lack of time. The lived other in this instance may be seen as having changed during 
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the implementation of change, with Jane describing a lack of support in her interactions with 
others. Jane’s temporal landscape of experiencing change is pertinent to consider as her 
present experiences of change differ from those she had in the past and this may be seen as 
intensifying the challenges she experiences when she describes a lack of support from those 
around her. Her statement that she felt supported within the school environment is in direct 
contrast with the physical expression of her shaking her head to signify ‘No’. Her physical 
expression is an indicator of ways in which emotions are manifested in the body, and is 
suggestive of emotional regimes as described by Zembylas (2005a) which may silence the voices 
of teachers in times of change: ‘But you know, do department heads think like you do? And no, 
no, no and of course everyone has their own ideas and I’m going to get in trouble’. Jane’s 
expression, ‘I’m going to get in trouble’ is an indicator of the fear that can result when a 
teacher’s personal beliefs appear to be at odds with the institution’s change agenda. It 
highlights what Zembylas (2005a) calls the ‘emotional rules’ of schools, or Shapiro’s (2010) 
range of express-able emotions, where emotions which are outside of those accepted within 
the institution need to be hidden. In this kind of environment, the lived space of the school, is 
one in which a number of participating teachers describe their being unable to present their real 
views of change. Rather they adopt masks to hide their opinions and emotions in relation to 
their experience of change. Her question at the conclusion of the interview about wondering if 
she ‘still had a job tomorrow’, is suggestive of the fear that she perceives about voices which 
challenge the power of the school structure being silenced and removed. This description of 
fear and the silencing of emotions is associated with Zembylas’ (2010) argument that power is 
located in the types of emotional expression which are or are not allowed in the lived space of 
schools. The fear Jane describes results in her implementing what Ballet and Kelchtermans 
(2007) refer to as ‘creative coping’ (p. 67), in order to deal with the changes occurring and the 
incongruence of her experiences in the workplace with her beliefs.  
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What is illustrated in Jane’s responses is the power of her own personal drive and commitment 
and it is this which has allowed her to navigate the emotional troughs she has experienced in 
the change process ‘I just thought, right, okay, I got my own paper and I made bloody holes in 
the wall and I don’t care! Because the learning is more important!’ Her confidence in her ability 
to provide meaningful learning opportunities for students is what has enabled her to weather 
the storm of what she has perceived as an unsupportive work environment, providing her with 
what Lasky (2005) refers to as an ‘anchor’ (p. 912) in a volatile climate. Jane’s comment that 
‘sometimes I feel a bit like you have to prove yourself before you get support,’ has important 
consequences for considering what happens to teachers who do not have this same sense of 
professional and personal confidence in their work. In situations such as that which Jane 
describes where the lived other in this case is not perceived as being supportive, the challenges 
of change may be seen to be intensified.  
The transcripts of Jane’s interviews are also illuminating to consider within a broader context of 
schooling and of the forces which influence teachers’ work. The concern that Jane has 
expressed about the way she made ‘bloody holes in the wall’ illustrates that teachers feel 
scrutinised in a range of ways, even down to the way that they maintain the classroom 
environment. The physical layout of classrooms is a factor which also influences and mediates 
ways in which teachers can respond to the change reforms placed before them. Jane wishes for 
‘an area that means you didn’t have to move tables and chairs all the time, an area that had 
chairs and computers and access to water and paint, a wet area’, illustrating that depending on 
the type of change being implemented in schools, the physical environment of classrooms can 
either foster or inhibit teachers’ ability to incorporate change into their everyday practice. The 
lived space of the school may also be identified as ways in which the physical layout of buildings 
influences ways in which people feel (van Manen, 1990, p. 102). In this regard the availability of 
physical resources and the layout of existing classrooms may be seen to have a mediating effect 
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on ways in which teachers feel able to implement change processes. I have presented a 
consideration of the physical layout and structure of classrooms as an element of lived space in 
more detail in Chapter Seven.  
In the final interview I conducted with Jane she described herself as being almost defeated by 
the incongruity of calls for change, expectations from those in positions of leadership and the 
intensification of her work. The emotional trough I have identified in Jane’s description of her 
experiences illustrates the ways in which her work is mediated by her emotional responses to 
her work and to the influence of expectations from those in education and the broader 
community:  
 Anything that’s happening outside school in the community, then there’s an impact on 
us you know. Somewhere down the track it’s always education that cops it and we carry 
it. I think teachers are becoming more administrators than teachers, there’s so much 
more written work that has to go with justifying your teaching and accountability. As 
soon as we change it, we rechange it and then there’s another change. It’s ongoing and 
it’s got to the stage where I think it’s ridiculous. I don’t think they’re achieving anything 
with these changes. It’s like no-one knows what the hell they’re doing. 
An earlier interview transcript suggests that Jane is a committed teacher who was initially 
enthusiastic about change, but her frustration with what she has described as the bureaucratic 
demands of her work is beginning to manifest in her sense of what it means to be a teacher in a 
later interview. Van Manen’s (1990) concept of lived time is a useful concept to consider here, 
for I have been able to identify ways in which Jane’s lived experience of emotions in her work 
has a temporal dimension, with her present experience mediating ways in which she perceives 
her future prospects. Kelchtermans et al. (2009) contend that teachers have no ‘firm basis to 
ground their decisions and justify them’ (p. 217), with Jane’s descriptions of continual change 
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suggesting that she has no firm structure on which to base her professional decision making. 
This experience of what Kelchtermans et al. (2009) describe as an aspect of teacher professional 
vulnerability is evident in the emotional trough Jane describes, with her concern that ‘no-one 
knows what the hell they’re doing’. This is suggestive of the requirement of clearly articulated 
programs for change, something which is consistent in the literature on change management 
(Fullan, 2001, 2005; Fullan et al., 2004).  
Jane’s description of her initial enthusiasm for change and the subsequent emotional trough, is 
suggestive of the requirement for continual re-evaluation of reforms during the implementation 
process. Fullan et al. (2004) argue that successful school improvement agendas engage in 
ongoing learning where feedback is provided and goals are revisited during the process of 
change (p. 44), with Jane’s descriptions of her experiences suggesting that that revisiting of 
goals may be beneficial in addressing the frustration and uncertainty she describes. This 
revisiting of goals may assist in maintaining a positive experience of lived other, with colleagues 
able to engage in discussions about change processes and clarify agendas and actions to take 
place. Her concern about the increasingly bureaucratic demands of her work is reflected in the 
literature, with a perception that teaching is becoming increasingly technical in nature with a list 
of competencies to be completed (Ballet et al., 2006; Jackson, 2010; Korthagen, 2004). In 
relation to considerations of my research question, Jane’s descriptions of her experiences 
suggest that the implementation of change processes is mediated by teacher emotions, which 
may alter at different points of the implementation process. Jane’s description of her 
experiences indicates ways in which the school environment and the broader community may 
influence teacher emotions during times of change. Jane’s description of being ‘...under the 
pump, I’ve been working under the pump,’ has been a mediating factor in her responses to her 
work. Her way of coping with this intensification of her tasks and her perception of a lack of 
support is to seek a new direction for her teaching in another subject area ‘I want to get out of 
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my teaching area and go somewhere else where I can make a bit of a difference.’ Jane’s 
temporal landscape of past and present experiences play a mediating role in the way she 
perceives her future. In this response I have identified her beliefs about her teaching and her 
own interest in making a difference in her work. This is evidence of what Kelchtermans et al. 
(2009) describe when they argue that teachers are driven by ‘an emotional need to experience 
a sense of meaningfulness in their job’ (p. 229).  
In Jane’s descriptions of her experiences I have identified the blurring of the boundary between 
personal and professional identity with Jane describing her personal and professional nature 
commenting that ‘I’ve got shortcomings, I accept that and maybe I’m not built for positions of 
responsibility’. Jane’s responses highlight the mediating role that emotions play during times of 
school change, with Jane making a plea for recognition from leadership for both herself and her 
colleagues: ‘they should be recognised in a small way... something simple, but there’s nothing, 
they just give you a kick in the head’. For a number of teachers who described a desire to work 
with others as part of the goals for their work, the lack of positive relation to others during 
times of change may be identified as contributing to the emotional troughs they experience. 
The lived other is a central part of the lived space of the school, where the space has both a 
physical and an emotional dimension. Jane’s descriptions are evidence of  Kelchtermans et al.’s 
(2009) argument that the working consensus on change in schools may add to work pressure (p. 
227), with Jane describing her experience as one where intensification of demands comes with 
what she has perceived as little support or recognition from leadership. This lack of feedback 
was repeated through a number of teacher responses and is indicative of teachers’ confusion 
about their job performance during times of change, where teachers begin to doubt the 
judgements and decisions they make (Kelchtermans et al., 2009). 
In Jane’s descriptions of her experiences I identified the lowest point of the emotional trough 
that she experienced in her comment that ‘I think at this point, for me personally, I have given 
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and given and given and I’m at the stage where I’m saying – enough’. In this comment I have 
identified ways in which Jane feels emotionally spent after investing so much of herself in her 
professional life. At this point of her description Jane appears at risk of burnout, a condition 
examined by Skaalvik and Skaalvik (2009). They argue that teachers are at risk of emotional 
exhaustion during periods of intensification, and propose greater attention to working 
conditions as a means of addressing the reduced job satisfaction teachers may experience (p. 
523). It is at this point of her emotional trough that Jane describes her coping mechanism which 
is to draw on her beliefs about her role as a teacher, stating ‘I like being with kids. Yeah, I like it 
and I don’t know why but I do. And I like the challenge, you know, of doing new things. I can’t 
wait to get that book on differentiation, I’m going to check that out’. In this way Jane has been 
able to navigate her emotional trough by carrying out what Kelchtermans (2005) refers to as a 
‘micropolitical action’ (p. 1004), where she attempts to restore her working conditions despite 
feeling threatened by the lack of congruence between her task perception, personal beliefs and 
the reality of the school. 
Jane’s descriptions of her lived experience illuminate ways in which her work life is mediated by 
her emotions, while also demonstrating that those emotions are mediated by the lived space of 
the school environment and the calls for change at the school level. In considering the 
reconstructed narrative I have been able to examine the experiences of one teacher in this case. 
Through the examination of the transcripts I have identified ways in which teachers’ individual 
reactions and experiences of change are mediated by their own beliefs, something which is 
consistent with the literature in the field (Kelchtermans, 2009; Kelchtermans et al., 2009). 
Kelchtermans (2009) argues that teachers make sense of their work by drawing on their 
personal interpretive frameworks. As described in my review of the literature this framework 
consists of a ‘set of cognitions, of mental representations that operate as a lens through which 
teachers look at their job, give meaning to it and act in it’ (Kelchtermans, 2009, p. 260), and in 
131 
 
Jane’s descriptions I have identified ways in which she has referred to her experiences in 
relation to the beliefs she has regarding what her work should consist of.  
Kelchtermans et al. (2009) contend that teachers draw on personal interpretive frameworks to 
make sense of changes and that it is this, along with working conditions at the school level 
which play a mediating role during times of change. They argue that because of this 
interpretations of the change process may differ among teachers in the same school (p. 227). In 
examining Jane’s descriptions of her experiences and the descriptions given by her colleagues I 
have identified the emotion of fear described by a number of teachers. Pekrun and Schutz 
(2007) contend that emotions are ‘organised at multiple levels, change over time, and are 
situated in sociohistorical contexts’ (p. 318), and in analysing transcripts from this case I have 
identified ways in which emotions of fear and uncertainty are described by a number of 
participants during the implementation of change. I have examined ways in which these 
emotions play a mediating role in teachers’ working lives during the process of change in the 
following section of this chapter. In doing so I have considered ways in which lived experience in 
a time of change is related to van Manen’s (1990) four existential themes. 
 
Who’s afraid of change in schools? Exploring teacher fear in more 
depth 
In this section of the chapter I have considered one of my subsidiary research questions 
exploring ways in which the implementation of change is mediated by teachers’ emotional 
responses. I have identified a number of descriptions of fear in the transcripts of interviews 
from this case. Hargreaves (1994) contends that in talking to teachers about their work they 
describe emotions such as anxiety, frustration and guilt (p. 141). In my research I have identified 
descriptions of fear which on the surface alone may be represented as fear or uncertainty about 
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change. In my research I have examined more than surface appearances, exploring what is at 
the heart of this fear, and ways in which fear is part of the lived experience of teachers in this 
case. In doing so I have identified ways in which the life-world existential themes of lived space, 
body, other and time (van Manen, 1990), are present in teachers’ descriptions. It may be 
possible to make the claim that people, and in this instance, teachers, are afraid of change, but 
the reasons for this are more complex than they first appear and by examining the emotion of 
fear in more detail I have been able to demonstrate ways in which emotions mediate teachers’ 
working lives. In my research I have identified that the emotion of fear or uncertainty is 
associated with the emotional troughs I have identified in a number of teachers’ descriptions of 
their experiences. Analysing ways in which teachers describe the emotion of fear and ways in 
which it is present in their lived experiences, I have identified three areas in the transcripts: fear 
and task perception; fear and intensification of demands; and fear and silencing. I have 
examined each of these areas in more depth below.  
 
Fear and task perception 
Kelchtermans (2005) argues that task perception is one of the elements comprising a teacher’s 
self-understanding (p. 1001). According to Kelchtermans (2005) task perception incorporates 
teachers’ ideas about what their professional program and role is, something which may be in 
flux during times of school change. In a later work Kelchtermans et al. (2009) refer to the 
structural conditions of vulnerability for teachers contending that teachers are not in full control 
of their working conditions (p. 217). In a time of school change teachers may be subject to 
changes in their role where they do not have either control over those changes or a clear sense 
of what their role involves in a changing landscape. During times of change the lived space of 
the school is in flux as the demands of work intensify and the emotional landscape of the school 
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may also be undergoing processes of change. In Jane’s description of her experiences presented 
earlier in this chapter, she expresses a fear of being reprimanded for doing the wrong thing ‘I 
think, I know, they want change, but I don’t know what it is. I don’t really know where the 
school wants to go. I’m playing with this idea, wondering if I’m going to get a kick up the bum 
and I don’t know.’ This extract from Jane’s transcripts is indicative of Jane’s confusion about 
what her role involves and of the changing requirements of the school as an organisation.  
Drawing on van Manen (1990) it is possible to identify the lived space of the school as one of 
some importance, as a number of teachers have described confusion about their role, which is 
reflected in their emotional space and expressions of fear. This fear of doing the wrong thing is 
something that I have identified in a number of responses and reinforces the idea that school 
change is to be clearly articulated by those in positions of school leadership (Schmidt & Datnow, 
2005). An examination of this fear of doing the wrong thing suggests that for Jane and a number 
of other teachers in this case there is a desire to contribute meaningfully to the school and to 
contribute to the processes for change. Excerpts from interviews I have analysed indicate that a 
number of participant teachers experience a lack of confidence and self-efficacy which appears 
to stem from their confusion about their roles during the processes of change, which is 
consistent with ideas that I have identified in the literature about the relationship between task 
perception and self-efficacy during times of change (Kelchtermans, 2005, 2009; Kelchtermans et 
al., 2009). The description of fear related to doing the wrong thing is indicated in the response 
given by one teacher who described his experience in the following way:  
I think the staff are feeling quite apprehensive, they’re feeling that their jobs are not 
secure, I think that they’re feeling that they have great expectations put upon them and 
sometimes the extent and breadth of the expectations is unclear, um, there’s this 
feeling of what if I do something wrong? Am I going to get hammered?  
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I feel that there is a big stick approach, if you do wrong then you’re going to get 
hammered.  
I like to think that I’m a conscientious teacher, I like to do my best, but um, there’s been 
numerous instances of if you don’t like it here you can hand in your resignation, if you 
can’t support the school ethos then hand in your resignation, it’s just an atmosphere of 
fear rather than support (T105).  
This extract illustrates van Manen’s (1990) argument that the space ‘in which we find ourselves 
affects the way we feel’ (p. 102), with this teacher describing the lived, felt space of the school 
as one characterised by fear. In this extract I have identified the teacher’s fear of repercussions 
from those in leadership when he questions ‘...what if I do something wrong? Am I going to get 
hammered?’. The teacher describes a confused sense of his task requirements, stating that the 
‘extent and breadth of the expectations is unclear’, reinforcing the need for a clear articulation 
of goals for change, along with task requirements for teachers, something identified by Fullan et 
al. (2004). This teacher’s perception of himself as a ‘conscientious teacher’ who likes ‘to do my 
best’ is juxtaposed with his descriptions of this lived space. The teacher has described the lived 
space of the school as one where teachers are advised to ‘hand in your resignation’ if they 
‘don’t like it’ or ‘can’t support the school ethos’. This raises interesting questions regarding the 
expression of conflict or dissent during times of change in this environment, with Sannino 
(2010) and Achinstein (2002) arguing that conflict and resistance can form part of a productive 
journey during processes of change. In a later section of this chapter I have examined teacher 
fear of being silenced within the school, and I have also examined the role of the working 
conditions and lived space of the school in more detail in Chapter Seven.  
The fear of doing the wrong thing because of a confused task perception is also reflected in the 
comment of another teacher who again draws on their perception of themselves to describe 
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their experiences, consistent with Kelchtermans’ (2009) argument that ‘teachers cannot help 
but talk about themselves when talking about the profession’ (p. 261). In the extract below the 
relationship between personal and the professional identity of this teacher is present in her 
description:  
I’m an optimist at heart, I think Mahatma Ghandi says ‘be the change you want to see’ 
so I’m always trying to be the change I want to see and I don’t know where else to start, 
so if the powers that be want change, I’m hoping that I’m not in the way of that change, 
I’m hoping that I’m part of whatever that is, but to tell you the truth, sometimes and 
this is honest, sometimes the goal posts are never very clear and I’m not whinging 
about that, but sometimes you think you’re doing the right thing and then the goal 
posts move (T106). 
The teacher has described herself as an ‘optimist at heart’ as she has talked about ways she has 
tried to incorporate calls for change into her practice. Her description suggests that teachers are 
not taking an active role in establishing the agenda for change with her comment that ‘if the 
powers that be want change’, and there is a reference to her fear with her expression that ‘I’m 
hoping that I’m not in the way of that change’. The lived other represented in this teacher’s 
comment is suggestive of the hierarchical structure of relationships with colleagues in the 
school environment. This relationship structure is part of the lived emotional space of the 
school and of the restrictions teachers perceive. Again in this teacher’s description of her 
experience there is confusion about task requirements in a time of change: ‘sometimes the goal 
posts are never very clear’, with the teacher describing that ‘sometimes you think you’re doing 
the right thing and then the goal posts move’. The fear about task requirements and perception 
not being congruent with that of those in positions of leadership is associated with a number of 
teachers’ fear about the stability of their job within the school, as illustrated in the description 
below:  
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I always question whether I’m doing the right thing and it’s hard because we don’t have 
any central form of feedback as to how we are performing, so if we are doing the right 
thing or not doing the right thing...because seeing that there is change going on and 
being uncertain about the change you do come into work with an element of ‘okay, 
what’s happening here?’ and there are times when I could actually take that negatively, 
because I guess there are times when I think ‘okay am I going to lose my job?’ (T405) 
This teacher’s professional life is mediated by the emotion of the fear that she has described in 
relation to the stability of her job in a changing work environment. I have identified the 
emotional space of the school as being based on fear, uncertainty and confusion, with this 
emotional space having a mediating role on ways in which teachers feel about their work. A 
confused sense of task requirements and perception is accompanied by a ‘lack of feedback as to 
how we are performing’, leaving this teacher questioning her self-efficacy. She has described a 
fear of losing her job and this uncertainty suggests that she has to traverse both the change 
occurring in her work environment, along with a broader concern about the future of her 
employment. While the literature regarding the implementation of change in schools is clear in 
the recommendation for clearly structured and articulated reforms (see for example, Frost et 
al., 2000; Fullan, 2005; Fullan et al., 2004; Kelchtermans, 2009; Schmidt & Datnow, 2005), a 
number of participating teachers in this case describe a fear that is associated with a lack of 
clear direction in their work. Examining the transcripts of interviews, I have identified that it is 
not fear of change per se which teachers are describing, but a fear related to concepts of lived 
space and lived other, and ways in which these relate to their tasks as a teacher and their future 
prospects in the school.  
The boundary between the personal and the professional is evident as teachers reflect on the 
question of whether they are doing the right thing, with Kelchtermans (2009) arguing that when 
teachers question their beliefs about good practice their ‘moral integrity as a person and a 
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professional is called into question’ (p. 262). This is evident in ways in which teachers have 
described themselves as wanting to be part of the change and of being keen to do the right 
thing, but at the same time experiencing doubt at their ability to be effective agents for change 
in the school. The temporal landscape teachers describe is one where they refer to their past 
and present experiences and motivations as they look forward. The sense of lived time teachers 
in this case describe is mediated by the concept of fear as they consider their futures. 
 In considering the ways in which school change is mediated by teachers’ emotional responses, I 
argue that when teachers are experiencing emotions of fear relating to their job performance 
and stability they are unable to embrace fully the change taking place at the school level, an 
argument which is consistent with that of Schmidt and Datnow (2005) who contend that 
teachers who do not have exposure to the program for reform respond with anxiety and 
frustration (p. 957). This is suggestive of the need for teachers to be provided with a clear 
indication of their role during times of school change, one of Fullan et al.’s (2004) ten 
recommendations for successful school improvement. The fear regarding job security reflects 
the lived space of fear and I have identified a lack of trust of those in positions of school 
leadership, drawing on Fullan et al.’s (2004) contention that organisations with low-trust ‘do not 
have the capacity to engage in the great effort and difficult work of improvement’ (p. 45). The 
role of the lived space and working conditions of the school in mediating teachers’ emotions 
during the implementation of change is something which I have considered in more depth in 
Chapter Seven. In the following section of this chapter I have examined the emotion of teacher 
fear in relation to intensification of tasks, exploring ways in which this is related to the lifeworld 
existential themes.  
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Fear and intensification of demands 
The implementation of change in schools is associated with an intensification of demands for 
teachers (Ballet et al., 2006). Ballet et al. (2006) argue that with the intensification of teachers’ 
workloads, teachers have greater responsibility for implementing new programs, but less 
control over the work they do. They go on to argue that such intensification leads to emotions 
such as stress, insecurity and guilt (Ballet et al., 2006, p. 218).  In my research I have argued that 
these kinds of emotions are present when teachers are experiencing an emotional trough in 
their professional lives and I have argued that these troughs are associated with school change 
in this case. Teachers participating in my research have described a lived space characterised by 
fear which is associated with an intensification of demands during times of change. In this case 
the intensification of demands is associated with a demanding school culture and pressure from 
those in positions of leadership in the school, a group commonly referred to by participants as 
‘the powers that be’. As I have argued earlier, the lived other may be considered in light of this 
description of what participating teachers describe as the ‘powers that be’, with teachers 
describing ways in which relationships will colleagues mediate teachers’ emotional responses 
and processing of change.  
In teachers’ descriptions of the intensification of demands during change I have identified a 
perception of an environment which does not support the emotional wellbeing of teachers. This 
was described in the following way by one teacher:  
I am perceiving that there is a feeling of fear and apprehension and concern. I think 
particular people are struggling. I think that the workload which is put upon them and 
the expectations put upon them has increased substantially and we are going to a 
situation where the school is approaching a military camp (T105). 
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This teacher’s description of the emotional space of the school is one in which activities and 
expressions are tightly controlled and regulated, with the lived other limited by this space. The 
intensification of workloads within this particular school appeared to be in conjunction with 
what teachers have perceived as greater expectations of teacher performance from those in 
positions of leadership. As described by Fullan et al. (2004), a component of successful school 
improvement is a demanding culture (p. 45), but teachers in this case have suggested that the 
demands placed on them are having negative consequences, such as those described by 
Kelchtermans et al. (2009). Considering this particular case it is pertinent to consider Zembylas’ 
(2005a) argument that ‘emotional regimes’ (p. 474) exist in schools which form a framework of 
emotional rules. Zembylas (2005a) has identified aspects of emotional freedom, which he 
defines as the freedom to act as one chooses; and emotional suffering, where one is unable to 
act freely within the emotional regime of the school (p. 477). The extract above indicates that 
this teacher perceives the emotional regime and the lived space of the school context as 
oppressive, describing it as a ‘...military camp’. Within this environment emotions of ‘fear and 
apprehension’ appear, with the teacher’s description of his experiences suggesting there is little 
emotional support from lived other for teachers to deal with the change and intensification of 
their workload. Another teacher described their lived experience in the following way:  
I’ve been really happy at this school until this year, but it seems to me and maybe this is 
a subjective view and maybe I’m slightly paranoid. It seems to me that the staff have 
been subjected to constant criticisms and lift your game-isms, I don’t think anything 
positive has been said...But this year I’m feeling rather like a hunted animal and I’m very 
glad I’m at that stage of life, where if I’m feeling like that I can leave, I hope it won’t 
come to that (T108).  
The temporal dimension of emotions is illustrated in this teacher’s experience as he describes 
ways in which his emotions have changed as he has perceived changes in the environment of 
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the school. Where the previous teacher has described the school as becoming a ‘military camp’, 
this teacher has described himself as feeling like a ‘hunted animal’. This representation of fear is 
an interesting metaphor to consider as it can be associated with the previous section of this 
chapter where I have argued that teachers experience a fear relating to their job stability. This 
teacher describes his fear of feeling like a hunted animal, with his perception of increased 
expectations and a climate where teachers are ‘subjected to constant criticisms and lift your 
game-isms’. The emotion of fear has a corporal dimension with this extract suggestive of van 
Manen’s (1990) argument that experiences are felt in the body, and in this teacher’s metaphor 
there is the association with the emotion of fear being manifested in a physical sense through 
his perception of feeling ‘hunted’.  
In similar vein to earlier transcripts, I have identified in this transcript a need for positive 
feedback during times of change, suggesting that teachers require feedback on their job 
performance during change. The emotional trough I have identified in these transcripts 
illustrates the fear that teachers describe when they perceive that they are subject to ‘constant 
criticisms’. It is a perception mirrored in another participant’s description:  
I actually was incredibly impressed with the Year 12 staff, just so dedicated they were, 
there’s enough pressure on them and then trying to make change in one year at the 
end, which is the result of what the school’s been about for six years, it’s not a good 
idea. It just wasn’t logical, I thought ‘what a strange approach to be saying you have to 
lift your game!’ I could understand it if people I saw around were clearly not dedicated 
teachers, but I haven’t seen that at all (T113).  
This teacher’s reflection upon the school’s focus on improving Victorian Certificate of Education 
(VCE) results is interesting in highlighting the different ways that teachers feel about programs 
for change. While the school was hoping to improve VCE results, this teacher regards the VCE 
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years as a culmination of the six years of a student’s high school education and because of this 
has expressed a belief that change should be implemented all the way through that education. 
This teacher held a position of leadership as a head of department within the school and 
perceived the staff as a dedicated group, hence their confusion that staff had been told to ‘lift 
your game!’ The teacher has described a lack of congruence in the demands concerning 
improved performance, stating that it is at odds with her perception of a committed staff. The 
intensification of pressure from leadership to improve both teaching performance and school 
results was reflected in number of transcripts of interviews as teachers expressed difficulty in 
coping with this intensification.  
There’s a pressure to perform as a teacher, I’m probably feeling that more now, than I 
did previously...and it just seems that the principal and his expectations weigh just more 
and more, or heavier and heavier upon us, and upon me. But I’m just trying to get my 
head above water (T114).  
The intensification of demands during change is apparent in the language used by this teacher 
to describe his experiences. His emotional trough is associated with the pressure he has 
described as weighing ‘heavier and heavier upon us, and upon me’, and the corporal dimension 
of ways in which he experiences his emotional trough is present in his description. The teacher 
has described the pressure as coming from the principal, reinforcing Kelchtermans et al.’s 
(2009) argument that a lack of support  from the principal contributes to teachers’ sense of 
work pressure (p. 226). With the intensification of work this teacher has described that he is 
‘just trying to get my head above water’, suggesting that he is attempting to survive the changes 
to his working life. I argue that this kind of lived space and relation to others is one which 
disempowers rather than empowers teachers in bringing about change, as they experience a 
fear of repercussion or a fear of being unable to cope with the demands placed on them, 
something also shown in the following extract:  
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I just think there’s a lack of positive reinforcement and that can almost be demotivating 
in the fact that I really wanted to do well by the kids. If I didn’t and I got barked at, I’d 
be like ‘well screw it, what’s the motivation?’, if I’m just going to be berated, not all the 
time, but I feel a lot (T204). 
Again, the need for positive reinforcement as part of the change process is identified by this 
teacher, as compared with what she has described as being ‘berated’. The teacher has referred 
to her personal and professional beliefs and her desire to ‘do well by the kids’, but states that 
being ‘barked’ at is demotivating. Her expression of ‘well screw it, what’s the motivation?’ is 
suggestive of the resistance to change that may occur when teachers are not supported in an 
ongoing process of support and development.  
In these extracts from transcripts of interviews, teachers have used metaphors of military 
camps, hunted animals, drowning and of being barked at, which are suggestive of the lived 
emotional space of the school as being driven by fear. Van Manen’s (1990) concept of lived 
body is evident in these metaphors as teachers describe ways in which emotions are felt in the 
body. In this context, participating teachers have described a fear of not meeting expectations 
or fulfilling certain task requirements, and in their descriptions I have identified emotional 
troughs where they have struggled to navigate these challenging moments of their professional 
lives. I have identified ways in which a lack of feedback and support may lead teachers to resist 
change and to contemplate their future in the school, and I have argued that teachers require a 
clear articulation of task requirements along with support and development to navigate 
successfully these emotional troughs. In doing so I have argued that the emotion of fear plays a 
mediating role in the ways teachers respond to calls for school change. In the following section 
of this chapter I have examined ways in which the emotion of fear is related to teachers’ 
perceptions of being silenced during the implementation of change, and ways in which this is 
related to concepts of lived space and lived other. 
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Fear and silence 
Drawing on Zembylas’ (2005a) notion of emotional freedom compared with emotional suffering 
as described above, I have examined ways in which participating teachers have described being 
silenced in the change process.  As described previously, Zembylas (2005a) has referred to 
emotional suffering as a time when teachers cannot act freely within the school (p. 477). In his 
later work, Zembylas (2010) argues that  power is located in emotions, in relation to who can 
and who cannot express particular emotions in school situations. From my examination of the 
transcripts of interviews, I have identified a lived space characterised by fear and a frustration in 
participating teachers in their descriptions of their experience of lived other as being silenced 
and prevented from expressing voices of dissent during the implementation of change.  
One teacher described her experiences and what she perceived as a process of silencing issues:  
I’ve found in the past in my first years of teaching, of bringing things up that I thought 
were of a concern and I guess not having the head of the department consider them a 
serious issue, but also not having other staff at the learning area supporting me when I 
knew they thought it was an issue as well. So we have a culture where nobody’s saying 
anything, no matter even if they think it’s the right thing and even if they are supporting 
other staff, they’re just sitting back and saying nothing, so issues go nowhere, 
everyone’s just putting it in the too hard basket and they keep going on teaching their 
own way (T107). 
She has described a lack of congruence between herself and the head of department on what is 
a ‘serious issue’ and suggests that there is a fear from other staff at speaking out in a dissenting 
voice. Her statement that ‘we have a culture where nobody’s saying anything, no matter even if 
they think it’s the right thing’ illuminates the lived other and lived space of the school where 
teachers do not feel safe or able to express an alternative viewpoint. Achinstein (2002) argues 
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that ‘active engagement in conflict, a dialogue of differences, is a normal and essential 
dimension of a functioning teacher community’ (p. 422). Achinstein (2002) and Fullan et al. 
(2004) contend that conflict is a normal part of change processes that leads to ongoing renewal 
and development, something which appears to be absent in this case where teachers are 
‘putting it in the too hard basket and they keep going on teaching their own way’. I argue that 
lived other is limited in this space, where teachers describe feeling able to share only a limited 
range of viewpoints and emotions with colleagues, adopting masks to hide those not deemed 
appropriate. 
 Kelchtermans’ (2005) argument that teachers engage in micropolitical actions to restore or 
protect their professional lives is pertinent to consider in relation to this teacher’s experience. 
Her description of her perception that her colleagues stay silent and continue ‘teaching their 
own way’ may be their attempt to protect and maintain their professional lives. The process of 
staying silent or of putting things ‘into the too hard basket’ suggests that teachers are not 
engaged in a process of sense-making and implementation of change, but are trying to maintain 
their work practices. The perception of a change in the lived space and lived other in the school 
has been described by the teacher quoted below, who expresses a growing sense of fear leading 
to isolation:  
I was using the old coffee cup measuring thing, where you can measure, you can get a 
kind of measure of the school morale by how neurotic people are over their cups and 
they never had anything like that, no neurotic reflexes, but I think there’s been a kind of 
crumbling, no not a crumbling, a deterioration, over the last twelve months or so. I 
think it may have something to do with the kind of autocratic nature of the school, it’s 
supposed to be a benevolent dictatorship, philosophically, I don’t appreciate that, I 
think people should be given the chance to work collaboratively and contribute in that 
way (T205). 
145 
 
This teacher’s description of a perceived change in the way the school is led and organised is for 
him, associated with a deterioration of morale and a decreased ability to work collaboratively 
together. This is reflected in another participant’s description of their experiences:  
I think we need to have somebody who is actually willing to listen, I know democracy is 
not the best way and in the end you probably have to be a benevolent autocrat and you 
have to make a decision somewhere and I understand that, but there has to be some 
sort of other way and especially a flexibility or a willingness to adapt or adopt new ways 
of thinking. I just feel that that’s not there and often we get slapped on the wrist for 
even coming up with a new idea. And sometimes you feel like, you know, it’s not going 
to work and you try and say that and foolishly I’ve done that, and then you just feel like 
you’re on the outside and I don’t know, I don’t like living on Pluto, it’s very cold there.  
So it’s not, you know, it’s counter-productive, so in the end you just go along with 
what’s happening (T202). 
This teacher’s experience indicates that alternative suggestions for change are silenced when 
teachers are ‘slapped on the wrist for even coming up with a new idea’. The perception of this 
teacher is that an expression of concern, ‘you know it’s not going to work’ is met with exclusion 
‘then you just feel like you’re on the outside’. This extract suggests that in both the lived space 
of the school and in lived other, voices of dissent are silenced and that people who express a 
conflicting viewpoint are isolated within the school community. For this teacher, voicing her 
opinion about change is ‘counter-productive, so in the end you just go along with what’s 
happening’, and is suggestive of an environment where teachers mask their true opinions and 
ideas in order to maintain the status quo, and remain part of the community rather than to end 
up ‘on Pluto, it’s very cold there’. This was not an isolated description of experience, with a 
number of participating teachers describing a fear of speaking out and stating their view. The 
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fear of a lack of support from others in expressing a dissenting view is reflected in this teacher’s 
description of her experience:  
I think I’d go to an individual, rather than bring it up at a meeting, because there’s a lot 
of people there, so it’s probably harder to bring things up and I’d be even more worried 
about not getting support, so it’s easier not to bring it up (T203). 
There exists in a number of transcripts the idea that it is easier to remain silent and mask true 
opinions, rather than face a challenging and conflicting situation. This fear of discussing 
difference is indicative of a lived space and lived other where difference is not valued as part of 
the process of change, but seen as a barrier to the success of school change. While the 
literature suggests discussion of difference and conflict as a productive step in change reforms 
(Achinstein, 2002; Sannino, 2010), teachers in this case have described a fear at being critiqued 
or excluded from expressing difference. The experiences of a number of teachers in this case 
indicate that the emotional troughs of teaching may be difficult to navigate when there exists 
an inability to share the challenging issues of teaching with colleagues and when teachers are 
encouraged or forced to mask their emotions.  
 
Concluding comments  
In this chapter I have continued my discussions of the processes of analysis, presenting the 
reconstructed narrative of one teacher, Jane. In Jane’s narrative I have highlighted ways in 
which emotions play a mediating role in the processes of school change. I have continued to 
explore the emotional troughs of teaching which participating teachers have described in their 
experiences of school change. I have examined the emotion of fear and explored ways in which 
it is a multifaceted emotion which is associated with concepts of lived space, lived time, lived 
body and lived other. I have argued that the experience of fear mediates teachers’ ability to 
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process, respond to and implement calls for change in their work. In the next chapter I have 
given further consideration to ways in which the working conditions of the school and van 
Manen’s (1990) concept of the four lifeworld existentials play a mediating role in teachers’ 
emotions and their professional lives. 
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Chapter Seven: The lived space of education change 
 
Chapter overview 
In Chapter Six, I have examined the role of emotions in teachers’ working lives, and I have 
argued that for teachers in this case, the lived emotional space during change was characterised 
by fear. I have examined ways in which the emotion of fear has been linked to elements of 
teacher identity such as the requirements of their work and situational factors such as relations 
with others. In this chapter, Chapter Seven, I have continued to explore situational aspects of 
teachers’ lived experience in relation to this case. I have examined ways in which the lived space 
of the school is associated with teacher emotion in relation to isolation and teacher collegiality. 
I have also examined ways in which change has occurred in the school context and the relation 
to lived other during times of school change.  
 
Paul’s story 
A mature-age teacher in his third year of teaching, Paul speaks to me about his work 
and about his lived experience in the school. Paul moved into a teaching career after 
working in a trade background and throughout his interviews spoke of his approach to 
teaching and about the things he wanted to accomplish in his teaching career. When 
asked to consider his experience and perception of change in the school, he begins by 
considering his colleagues and linking his ideas to his experiences as a beginning 
teacher. Paul perceives the school context as one in which ‘People do need to be a bit 
more accepting of change and open up their minds and classrooms to new ideas a bit 
more than what they have. They seem very apprehensive to do that’. He goes on to 
describe his ideas in more detail,  ‘Ah, using the words ‘corridor talk’, people give the air 
or perception that they are very open and welcoming of it, but I also believe, from a few 
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conversations I’ve had that they’re a little apprehensive, a bit nervous about change. 
Because the change, they are a bit unsure of it, so while they’re going around saying it 
will be good, I think, there are a few people who are sweating on it and not quite sure 
what’s going to happen. I’ve got a theory on it. My theory is, well, based on my own 
experience. When I first started, in my first year out, I was continually reflecting on my 
practice, because that’s what I was encouraged to do all through my Grad Dip year, and 
through my time on teaching rounds, but when I was doing that I was given a gentle 
nudge to suggest that this is seen as a weakness, reflecting on my practice out in the 
open.  Which, you know, it puts it then behind closed doors, and you need to talk to 
people about things like this and discuss your practice and be encouraged to try new 
things and talk about new things, and talk about what works and what doesn’t. And I 
think, because of the culture of the profession, or the culture of the school maybe, I 
think this is not encouraged. You become more isolated and insular, and because you 
can’t reflect on these things, you end up being a bit paranoid about change. If it was 
more open and transparent, you’d be able to share ideas and practice and then I think 
people would be a lot more comfortable with that change’. 
 Paul began by talking about the veneer of acceptance he perceived among his 
colleagues in relation to the changes being implemented in the school. In his interview 
he used the term ‘corridor talk’ and in a later conversation with Paul I asked him to 
clarify this term and he described it as being raised by a senior member of the 
leadership team during a staff meeting. Paul’s recollection of this meeting was that the 
teaching staff were told that their corridor talk, that is the talk among teachers taking 
place informally in hallways and offices, was seen by leadership as potentially damaging 
to the changes taking place in the school environment. Paul’s recollection was that staff 
were encouraged to think about the type of corridor talk they participated in during the 
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implementation of change, to avoid negative emotions developing among staff. Paul 
moves on to theorise about why he thinks his colleagues are responding in this way, and 
in doing so, he uses a practical theorising born out of his experiences as a teacher. He 
describes his training for the teaching profession as something which encouraged him 
to reflect on his experiences and work. Paul contends that when he carried this 
development of reflective practice over into the workplace and his first teaching 
position he was ‘given a gentle nudge to suggest that this is seen as weakness’. 
Drawing on a vignette of Paul’s lived experience, I have approached this chapter by examining 
concepts relating to the lived space of the school and lived other in considering ways in which 
emotions mediate teachers’ work, particularly during times of change. Paul’s vignette, explored 
in more depth later in this chapter, illuminates ways in which teachers may be isolated by both 
the emotional and physical space of the school environment, and in examining this notion, I 
have discussed these aspects of school context I am exploring in this chapter.  
 
An examination of school context 
 In my consideration of school context, I have determined aspects of school context to consider 
in relation to my examination of the data. Skaalvik and Skaalvik (2009) explore four dimensions 
of school context which are supervisory support, time pressure, relations with parents and 
autonomy (p. 520). It is beyond the scope of this research to give consideration to all four 
concepts explored by Skaalvik and Skaalvik (2009) because my focus is on the role of classroom 
and departmental spaces, and relations with colleagues, and not on relations with parents. Here 
I focus on relations with colleagues and classroom and departmental spaces as this has enabled 
me to analyse the data by drawing on a phenomenological approach, particularly in relation to 
the concepts of lived space and lived other. In examining the two aspects I have selected I have 
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explored ways in which teachers describe their lived experience during times of change and 
ways in which these make visible teacher emotions and the mediating role they play in teachers’ 
work.  
In considering the lived experience of teachers in this case I have drawn on van Manen’s (1990) 
concept of lived space in which the ‘space in which we find ourselves, affects the way we feel’ 
(p. 102). As I have described it in Chapter Six, it is more than a physical space which I have 
explored. It is a space that is experienced emotionally by those who occupy it. Examining the 
notion of lived space I have explored ways in which teachers describe their lived experience of 
work and emotions in relation to the spaces in which they work. In my examination of the data I 
have explored a concept of the closed nature of classrooms in the secondary school I have 
researched, details of which I have given below when I have considered concepts of teacher 
isolation and collegiality.  
As I stated in Chapter Four, I have focused my research on the secondary section of a P-12 
school because of the range of initiatives taken in that section of the school. Participant 
teachers in the secondary section of the school have made a distinction between the two 
sections of the school, with one participant describing it by stating, ‘Well the junior school and 
the senior school are like two different planets’ (T106). The two sections of the school are 
physically separated by garden and sporting areas and students are asked to remain in their 
section of the school yard during break time. The two sections of the school have different bell 
times and while teachers have a communal staffroom where all members of staff have their 
break times, there is a tacit barrier, with primary staff sitting at one end of the room, and 
secondary staff at the other. Observations from my research and teaching journal note that 
there is little movement over this invisible barrier and that a number of staff from the two 
sections sometimes do not know the names of their colleagues. One participant has described 
the context saying, ‘I think the division with the school is getting bigger and bigger and people 
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don’t know each other as well’ (T102). My analysis of the data has indicated that in the 
secondary section of the school there is a range of experiences in relation to ways in which 
teachers perceive the space in which they work and whether they feel connected to colleagues, 
or isolated in their work. In this chapter I have examined the factors contributing to this sense of 
connection or isolation and explored the emotional experiences of teachers in relation their 
experiences of space, particularly during times of change. Before considering ideas of teacher 
isolation and collegiality, I have examined ways in which change has been introduced to 
teachers in this school, and relations of this introduction of change to concepts of lived space 
and lived other.  
 
The introduction of change 
Considering the ways in which teachers have described the introduction of change in the school 
environment, I have identified ways in which language has been used by participants to describe 
the people perceived to be responsible for the development of change programs and directions. 
As I discussed in Chapter Six, a number of participating teachers refer to the ‘powers that be’, 
locating the responsibility and impetus for change with this group of perceived powerful people 
within the school. One participant describes this group saying, ‘The ones with the power are the 
ones who have the responsibility with trying to promote it and share it’ (T106). This type of 
language use illustrates a perceived lack of ownership by teachers of the change occurring in 
the school.  
Lived other, as this emerges from these kinds of descriptions, is characterised by a hierarchical 
structure to relationships with colleagues. Teachers describe themselves as being subject to the 
decisions of those in leadership positions, with one participant describing the changing focus of 
leadership as resulting in frustration for her and her work:  
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I was sent on a PD [professional development]...and I was having to put that, what I 
learnt, into the curriculum and I did that... and then I was told, from the powers that be, 
I call them, that no, this is what we’re going to do next year and then I got sent off to a 
PD to learn that instead. So what I had learnt on the previous PD was just thrown out 
the window, and then you do something new and then someone else comes to the 
school and it all gets thrown out the window again (T107). 
This teacher describes the frustration she has experienced when the time and energy she had 
committed to a change initiative was, in her perception, ignored by leadership who had decided 
to pursue another avenue of change. Teachers in the case express confusion about the goals 
and the direction of the change occurring in the school. This is consistent with Schmidt and 
Datnow’s (2005) argument that reforms which are not clearly articulated are likely to result in 
anxiety and frustration for teachers, a point that is also made by Day and Leitch (2001). One 
teacher describes his experience of change in the school: 
I feel a bit burnt by activities, so I’m not holding my breath. I have this slight, nagging 
feeling that if something doesn’t work, they’re going to pull up stumps. And that’s only 
based on past experience (T101). 
I have identified the interplay of lived other and lived body in this teacher’s description of his 
lived experience. His hesitation about change processes and of his concern that ‘they’ may ‘pull 
up stumps’, is represented in the ‘nagging feeling’ he experiences in his body. His emotional 
experience is of ‘being burnt’ by previous change efforts and his not ‘holding’ his breath about 
present changes, illuminates ways in which the language of emotions is associated with the 
physical body.  Another participating teacher describes her experience by expressing concern 
about the management of change in the school:  
154 
 
Because it seems like a good idea at the time, we start it and everybody’s very 
enthusiastic, but it doesn’t actually get fulfilled or we don’t finish that plan and then 
after four or five years of doing the same thing people are sort of like, why bother? 
Because we know that...nothing will actually get done about that (T103). 
Yet another participating teacher describes her lived experience of change saying, ‘I think that 
for this school...change is never followed up... So I think there’s this jaded idea that within six 
months it will all be out the window’ (T106). In my analysis of the data I have identified a 
perception among teachers that change is not sustained, with a number of teachers describing a 
view that fully committing to change requires significant effort which is difficult to do when the 
direction of the change may change without notice. I argue that the lack of direction participant 
teachers describe exacerbates a sense of disillusionment and perceptions of disempowerment 
in relation to change processes, with this sense of disillusionment forming part of the lived 
emotional space of the school. In this case teachers’ perceptions about changes occurring in the 
school have been linked with a lack of understanding about those changes, a feature I have 
identified in the literature as contributing to teachers’ morale and responses to change (Day & 
Leitch, 2001; Frost et al., 2000; Schmidt & Datnow, 2005; van Manen, 1990).  
 In the descriptions given by participating teachers of their lived experience and perceptions of 
the implementation of change, there are suggestions about ways in which school changes can 
be more successfully implemented. The length of time given to initiatives in the school has been 
identified by participant teachers as a factor important to the success of curriculum changes. 
They express feelings of pressure in having to implement change quickly, and describe having 
insufficient time given to monitor the long-term impacts of new programs or to test their 
suitability in the school environment. In this context Hargreaves’ (2005) concept of the 
sustainable elements of change of mixture of ages, mentoring across generations and memory 
(p. 982), are useful considerations. Hargreaves (2005) defines the memory element of 
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sustainable change as the learning from previous experience, something with which participants 
in this context express disillusionment. One teacher expresses a desire to see programs trialled 
for longer periods of time in order to facilitate reflection:  
We need to keep it in for maybe twelve months or two years and then after that time 
period, then reflect on it and say has it worked or not worked. Not do it for a term and 
then go, ‘here’s the next fancy thing, let’s give this a try! (T102).   
Another teacher describes the situation saying, ‘We don’t sustain one change long enough for it 
to have an impact or be meaningful’ (T206). Fullan (1992) contends that during processes of 
change there is an implementation dip, and I argue that teachers in this case perceive initiatives 
being discontinued at the point where they become difficult and challenging. Fullan et al. (2004) 
argue that ongoing learning is a key part of successful school improvement agendas, with the 
descriptions of participant teachers’ experiences in this case suggestive of ways that ongoing 
learning can enable teachers and those in positions of leadership to identify early achievements 
and to re-evaluate future goals and plans. Participants in my research describe previous 
experiences of change which have influenced their perceptions of initiatives currently occurring 
in the school, illuminating ways in which their lived experience has a temporal dimension which 
mediates their present responses. One teacher speaks of data that had been collected from 
staff and of not having been notified of the results or outcomes of the data collection:  
...we don’t prove why we do things and we don’t show...people slip back into that, 
‘well, gee, it was hard to change, I don’t know if it worked, why bother again’. People 
get very disheartened from that, I think (T206). 
It is at this point that the strategies described by Fullan et al. (2004) present as useful for school 
leaders to draw on in maintaining the focus of continued improvement. The introduction of 
programs in the school has been described by participating teachers as lacking a clear 
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articulation and focus relevant to their classroom practice, with one teacher expressing 
frustration while asking, ‘What are they trying to achieve? Why am I here?’ (T106). Teachers in 
this context describe confusion about the purposes of change, a factor identified in the 
literature (Day & Leitch, 2001; Frost et al., 2000; Hargreaves, 2005; Schmidt & Datnow, 2005) as 
likely to produce negative emotions and frustration among teachers.  Teachers that I 
interviewed as part of my research have not displayed an unwillingness to be part of change in 
their school and have acknowledged that any program of change is always going to be difficult 
to implement in a school, given a diverse range of teacher personalities. Teachers in my 
research have described frustration with what they have perceived as constant changes without 
a clear focus, with constant change leading teachers to describe feelings of disillusionment with 
the change processes and the feedback they have been receiving from school leaders. This is 
illustrated in this comment:  ‘...people need to feel there’s value in changing things...change for 
change sake doesn’t work’ (T109).  One teacher who has been teaching for just over ten years 
describes what he has perceived as a lack of structured change in the school:  
Changes where something has been structured and set out over a period of time, well I 
think there’s only been one and it’s fallen down and that is the middle years project. 
Setting it up was really trying to bring a cohesion between the junior and senior schools, 
a focus on teaching skills and teaching for understanding  rather than just teaching for 
results. That one was really well set out that it was going to be over a period of time, it 
was set out in the sense that there was interaction with staff, asking for feedback on 
comments, then taking that feedback. I think that was very, very well done and no 
disrespect to the person running it, it seemed to be shut down, at what level I dare not 
say and why was it shut down? In that one project that had run for one and a half years, 
that was one of the best implemented structures in my opinion, whereas a lot of the 
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things we’re doing, it’s all crap, it’s gone and we’re doing something else, oh, it’s crap 
because the thought process of change, it seems to be an overnight thing (T402). 
In Chapter Four, I have described a number of initiatives that had been occurring in the school 
at the time of the interviews, including the Middle Years Project. This project had a focus on 
teaching and learning in the middle years. In talking about the middle years project that was 
taking place in the school, one teacher describes his perception that the program had stalled, a 
view also expressed in an earlier interview by another teacher: 
As far as I can see, I can hope and I always hope, and I don’t know if you know, but 
...that middle years position isn’t there any more, so I’m not sure whether that, to 
someone like myself, that’s taken away from what we thought the change was going to 
be about, so for me that’s one little thing that makes me think, is it going to work?  Is it 
really supported? Is this still the direction that we’re going or is it something that’s 
stopping? Is there another direction or angle that they want to take, or what are we 
trying to achieve? So just a little bit of informing about why or why not things are being 
done (T104). 
These two teachers express concern about what appears to be a changing focus and the 
inability to obtain clear information in relation to what is occurring in the school and is 
representative of participants in this regard. This lack of focus leads the teachers to question the 
direction of change and to consider what information they are not being given.  The lived other 
in the form of school leaders is characterised by a perception among a number of participants 
that those in positions of leadership have been concealing information from the teaching staff, 
with a number of teachers describing a view that the underlying goal and vision for the school 
was being kept hidden. This has contributed to participating teachers in this case describing an 
inability to embrace change when they do not fully understand it.  Fullan et al. (2004) contend 
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that a compelling conceptualisation and vision for change is crucial if school improvement is to 
be successful, something which participant teachers have described as being lacking. The first 
teacher quoted describes his confidence in the middle years program as it appeared to have a 
clear focus, invited teacher comment and then provided teachers with feedback on their input.  
This consultative aspect of change agendas has been identified in the literature as a way of 
providing teachers with a sense of ownership of change (Frost et al., 2000; Fullan, 2001). In 
ways consistent with the literature, teachers in this case have described positive emotions when 
they have been consulted as part of change processes, but when they have perceived a lack of 
clarity, consultation and communication they have described feelings of uncertainty and 
suspicion regarding change initiatives. 
One teacher with over forty years experience in schools describes his experience with change in 
schools stating, ‘I have a saying which is...when the pendulum swings in education —duck!’ 
(T108). Hargreaves (2005) contends that later career teachers respond to change with a 
resilience that comes from having weathered changes in education before. For this teacher 
though, his description of change suggests a strategy of avoidance rather than acceptance. His 
description of the pendulum is suggestive of his experience of a range of changes during his 
career as a teacher, but his reaction of ducking suggests that he has attempted to avoid 
implementing these changes. His response differs from a number of teachers, as his attitude is 
not suggestive of an uncertainty or confusion about change processes, but of a desire to avoid 
change as he moves towards retirement. This avoidance is different from the descriptions given 
by other teachers who talk about avoiding change because of an uncertainty of what the school 
requires of them during times of change.  
In my consideration of the ways in which change has been introduced I have been able to gain 
an understanding of teachers’ lived experiences of change and of their ideas about the roles and 
responsibilities of school leaders during times of change, and as part of this, the nature of lived 
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other. Participating teachers have identified their emotional responses to change as being 
influenced by their understanding of the change and of the way it had been introduced by 
leaders in the school. One teacher argues that in bringing about change, what was needed was 
‘...a really, very clear, a clear focused leader, and then there’s only one thing, one focus, the 
right way and that’s the only way’ (T106). Another teacher describes his experience of change as 
confusing as he had no clear understanding of what the goal of changes in the school was: ‘I’m 
guessing that the overall objective is to get higher academic scores, principally in Year 12, but 
that’s just my guess as to what the overall goal is’ (T114). Another teacher expresses her 
confusion over the goal of the school:  
We just fly by the seat of our pants and because change is so rapid, um, I have changed 
our curriculum document every year for the past six years and that’s exhausting. I don’t 
think any of us have a grasp of the masterplan of where the school is going. That’s not 
shared and if it’s not shared, how can you be a part of something that you don’t know 
what it is? (T208).  
This teacher’s response illustrates a key point about the processes of change in schools when 
she comments that she cannot be part of something that is not shared. This reflects the 
perception of other teachers who have described a lived other where they perceive those in 
leadership concealing information about the purposes and agendas for change. This perception 
is interesting to consider as it suggests that teachers in positions of leadership may also be 
adopting masks during change processes, and while it is beyond the scope of this study, it would 
be interesting to examine the mediating factors in their adoption of masks. This is consistent 
with what I have identified in the literature about providing teachers with a sense of ownership 
of and agency over reform in schools (Day & Leitch, 2001; Frost et al., 2000; Fullan, 2001; 
Hargreaves, 2005; Kelchtermans et al., 2009; Schmidt & Datnow, 2005). The confusion teachers 
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describe about the underlying goals of change in this case is also consistent with the uncertainty 
they have described about their task perception and requirements during times of change. 
 One teacher argues that teachers’ responses have been influenced by their lived experience of 
the way change was presented:  
I think there’s a lack sometimes, there’s really good ideas, but the philosophy of why 
and what we will achieve is sometimes not actually communicated to staff, so they see 
the scary bit—change—but they don’t understand why and how it will help (T109).  
This was reflected in another teacher’s description:  
...I think leadership does need to explain to you why the changes would actually work, 
because you can go and tell someone who’s taught for twenty years, ‘well it’s no good 
any more and you need to do this’, but why? (T103). 
These responses are representative of a number of teachers’ descriptions regarding the 
introduction of change in the school. They are suggestive of the usefulness of change 
management procedures which engage teachers in the goals for school improvement. The 
teacher quoted below describes her perception that within the leadership group at the school, 
there have been different responses to change and that the school leaders do not have a 
consistent vision or approach to what has been occurring in the school. She perceives that the 
resistance from some of those teachers involved in leadership and administration positions in 
the school has been making it difficult for change to be implemented:  
I think that there are some forces within the school that are very negative to change 
and some of them are in administration...so unless the people who want to improve our 
teaching and learning can actually make the change happen and become part of the 
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everyday culture around the school, then I don’t think it will be sustainable change 
(T103).  
The resistance that this teacher describes from some teachers in leadership and administrative 
positions is suggestive of conflict about the direction of change and of the underlying goals of 
the school, which has contributed to the sense of uncertainty in the lived emotional space of 
the school which participating teachers have described. Hopkins (2002) argues that strategies 
which are most effective in bringing about school improvement include the participation of 
school heads in training, along with teacher involvement in school planning, focused training 
and meetings focused primarily on issues of teaching and learning practice (p. 18). The goal of 
having a consistent approach by all involved in school improvement is something I have 
identified in the literature as a key factor in the success and sustainability of reform agendas 
(Fullan, 1992, 2001, 2005; Fullan et al., 2004). When speaking to teachers in this school about 
their lived experience of the role of teachers in positions of leadership in the school, I have 
encountered mixed responses to ways in which those teachers have been perceived as fostering 
the program of change. This difference in perceptions has been associated with the subject 
departments in which teachers work. 
 In talking with department heads about their work and then with teachers from their 
departments, I have identified a disparity in the perceptions of staff involved in two particular 
subject departments. My analysis of the transcripts has indicated that the department heads’ 
descriptions of their role and of what has been occurring in the department differs from ways in 
which teachers in the department have described their experience. I have considered this 
disparity in greater detail in a later section of this chapter where I have considered those 
teachers in the school who have described a sense of collegiality with lived other during times of 
change and those who have described feelings of isolation with lived other. The data I have 
presented above indicate that participating teachers have a limited understanding of the 
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changes being introduced in the school, and that this confusion about the underlying goal or 
vision for the school leads them to feel disillusioned about the processes of change.  The lived 
space of the school is characterised by an uncertainty which a number of participants describe 
in relation to their resistance to embrace the change agendas fully, while for others, the lack of 
a clear structure leads to active resistance. From my analysis of the data I have identified ways 
in which the introduction of change has influenced teachers’ lived experience of emotional 
responses to change and I argue that in order for change to be successful in schools, the 
underlying vision for change is to be clearly articulated to all staff. In the next section of this 
chapter, I have examined ways in which the lived space of the school and the lived other 
mediates teachers’ emotions and responses to change.   
 
Closed classrooms  
Participant teachers speaking about their lived experience of change in this school have 
discussed their perception of the change and what it has meant for their teaching. In doing so, 
participant teachers have also acknowledged that their experience might differ from that of 
their colleagues, with one teacher stating, ‘But I don’t know what the next person in the 
classroom away is thinking’ (T104). This sense of being isolated from colleagues is suggestive of 
both a physical and emotional barrier, and is associated with both the lived space of the school 
and the lived other. Lortie (1975) argues that the cellular organization of schools has 
traditionally resulted in teacher ‘separation rather than teacher interdependence’ (p. 14). Lortie 
(1975) describes ‘egg-crate schools’ (p. 14) as those where teachers are physically removed 
from colleagues, resulting in interactions between teachers occurring on the margins. The lived 
space of physical and emotional separation of classrooms in the secondary school under study is 
reflected by another participant who says, ‘What other people do in their classrooms is very 
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hard to know, as some are very closed shop’ (T102). Along with egg-crate isolation, Gaikwad 
and Brantley (1992) describe another two types of teacher isolation in the classroom, those of 
psychological and adaptive isolation (p. 14). According to Gaikwad and Brantley (1992) 
psychological isolation involves teachers’ perceptions of collegial interactions (p. 14), while 
adaptive isolation refers to the isolation teachers experience when unable to ‘meet the 
demands of new teaching strategies’ (p. 15). Gaikwad and Brantley (1992) contend that this 
form of isolation occurs when teachers feel overwhelmed by trying to use new resources and to 
bring about positive outcomes for students when they have little control over the content of 
curricula. In the descriptions of teachers’ experiences in this case I have identified a 
combination of these types of isolation. The environment a number of teachers describe is that 
of closed classrooms, where in a similar way to egg-crate isolation, teachers are both physically 
and emotionally isolated from their colleagues.  
The vignette of Paul’s lived experience presented at the beginning of this chapter is striking in 
relation to what he suggests about the lived space of the school and the lived other in his 
descriptions of the teaching profession. Paul’s descriptions of his experience highlight the 
notion of there being a range of acceptable and what Shapiro (2010) calls ‘express-able’ (p.617) 
emotions in the school context. I have identified the lived other in this case as being 
characterised as having a limited range of discussion and emotional expression in the school. 
Sannino (2010) argues that initial resistance from teachers can form the basis for positive 
change in schools. She argues that in an intervention for practitioners, discussions ‘must be 
supportive of the expression of conflicts’ (Sannino, 2010, p. 844), arguing  that the expression of 
conflict can then lead teachers to positive acceptance of reform, a view also identified in the 
earlier work of Achinstein (2002). In this case Paul’s perception is that teachers in leadership in 
this case attempt to silence these discussions of conflict. Paul suggests that beneath this mask 
of corridor talk that is accepting of change, another dialogue is happening among staff, which is 
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fearful and ‘apprehensive’ of the program for change. Paul’s perception of his colleagues is that 
they are unsure of what the change means and ways in which it will be implemented. In Paul’s 
descriptions I have identified that there are two levels of emotional response and conversations 
happening in the lived space and lived other of the school.  The first is that of the veneer of 
acceptance, where staff are expressing positive reactions to the change, in a move that can be 
interpreted as compliance with what Zembylas (2005b)  refers to as the emotional rules of the 
school. The second level of emotional response I have identified as occurring in the school is 
that of apprehension and nervousness, where teachers are sweating on what might happen, 
suggesting that this emotional response has a corporeal dimension and is lived in the body. This 
second level of emotional response illustrates a hiding of certain emotional responses to 
change, namely those that do not fit in with the model of the ‘pedagogical whiz’ (Shapiro, 2010, 
p. 618) who is able to deal calmly with whatever changes and issues might arise. Considering 
these two levels of response I have identified ways in which teachers adopt masks to hide 
emotional responses which are not viewed as appropriate within the emotional rules and 
regime of the lived space of the school. Adopting these masks and being unable to share in the 
concerns and uncertainties of change, participant teachers have been unable to engage in 
sense-making processes (Schmidt & Datnow, 2005), and when instructing teachers to keep 
corridor talk to themselves, those in positions of leadership deny teachers the opportunity to 
engage in productive discussions of conflict (Achinstein, 2002; Fullan et al., 2004; Sannino, 
2010). 
In Paul’s descriptions of his experiences presented in the vignette at the start of this chapter I 
have identified ways in which he theorises about ways his colleagues are responding to change, 
and in doing so, I have identified that he uses a practical theorising born out of his experiences 
as a teacher. Paul describes his training for the teaching profession as something which 
encouraged him to reflect on his experiences and work and contends that when he carried this 
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development of reflective practice over into the workplace and his first teaching position he was 
‘given a gentle nudge to suggest that this is seen as weakness’. In his willingness to reflect 
openly on the successes and failures of his classroom, and in the reaction he has received from 
colleagues, I have identified the emotional rules of the school context, and perhaps the 
profession more broadly at work. Paul is given ‘a nudge’ to emphasise to him that he is not 
conforming to the ways in which teachers talk about their work in this context. Paul’s 
description of being given a nudge is similar to Jane’s earlier description of being shut down or 
put back in her box ‘in a subtle way’ for doing something differently from other teachers within 
the school. In this lived space, then, I have identified that teachers do not talk about the failures 
of their lived experience as a teacher, for fear of displaying a weakness. The mask of the model 
or the perfect teacher who responds positively to change and does not speak of weakness or 
things that did not work as planned, is the one which Paul is encouraged to adopt in this setting. 
I have identified that for Paul, this mask is limiting as it encourages isolation and a fear of 
reflecting on change and the less successful moments that teaching brings. Paul describes this 
mask as one which he thinks lies in either ‘the culture of the profession or the culture of the 
school’. 
 Lortie (1975) contends that teachers’ ordeals are private and not an ‘experience shared by a 
cadre of teachers’ (p. 73), a point also reflected in Britzman’s (2001) concept of teaching (p. 
182). Lortie (1975) contends that the private nature of these ordeals reinforces the 
individualism of teaching as a profession (p.74). Ryan (1986) describes the ‘curve of 
disenchantment’ (p. 8) as the second stage of teacher development, a time in which fantasy is 
overshadowed by the realities and challenges of teaching. The individual nature of teaching is 
associated with the stereotypes regarding the model teacher who can cope with challenges on 
their own. This concept of not displaying weakness and of wearing the mask of the model 
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teacher with a model classroom is something which Paul describes in more depth in his 
interview: 
I still feel that the culture of the school, well, many people see a classroom of students 
who are chatting and in groups at tables all working on an activity, they don’t see that 
as engaged, they might see that as ‘Oh they’re having a jolly old time’. Or if someone 
walked into your class for whatever reason, to deliver notices or to pick up a student, 
and saw this chatter and banter among the students, they’d probably think that the 
students were slacking off or that you didn’t have control or something. And that was 
quite a scary thing when I first started trying these things, I thought ‘Oh they’re going to 
think I’ve lost it and I don’t know what I’m doing’. I got that perception because when I 
first started at the school, a lot of people teaching the same subjects as me were 
basically sitting up the front, in front of a room full of quiet children or students who 
were doing exercises out of the textbook and I got the feeling that that was how people 
perceived the subject material should be taught. So you feel a little bit apprehensive to 
try something different when you are a minority in your approach to the subject (T101).  
This extract from the transcript of Paul’s interview illustrates the tension he feels between 
experimenting with his teaching methods and the expectations of teachers in the school. Paul’s 
apprehension that colleagues would see students sitting in groups talking about their work as, 
‘slacking off or that you didn’t have control’, illuminates lived other in this space, where having 
control and authority over a classroom is regarded as important. Paul’s perception of the model 
teacher in this school is one of a teacher who sits at the front of the room, while students work 
silently on task at their desks. Paul’s desire to have students more actively involved in their 
learning, sharing with their peers and experimenting in the class is at odds with what he sees in 
the classrooms around him. His apprehension as a beginning teacher is that others will think he 
has ‘lost it’. Paul describes himself as being in a ‘minority’ in his approach to the way he teaches 
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his subject and is well aware of the expectations of those around him. Despite his apprehension 
of ways in which other teachers might perceive his classroom, Paul continued to experiment 
with his pedagogy and talks about the level of support he has felt from those around him. In 
doing so, he speaks of the emotions associated with his work, as illustrated below: 
There’s support so far as, it seems like a bit of, well verbal support. You’re encouraged 
to go on PD, you’re encouraged to report back to your learning area. One of the 
departments I work in does not encourage us to share and support with that 
development and change, and one of them does. So I think it comes down to 
department support. I mean the school’s got the vision, but the department has to be 
the incubator of that, and quite obviously that doesn’t work. I’m very confident in the 
material....so because of that confidence, it doesn’t really affect the way I work. But it 
does in the long term. I come unstuck at the start of the new year when I get a new 
class, that hasn’t had that enriched experience that I expect them to have and I feel like 
I’m back on the back foot or back to square one. If we were better managed, you 
wouldn’t feel deflated or defeated at the start of every year. It’s people management 
and it’s management right through to the emotional level, you know, you need passion 
and there’s no passion at the moment, it seems to be crushed out of there. And if you 
can’t as a department seem excited you can’t expect the students to be excited either 
(T101). 
Paul’s descriptions of his experience highlight a mixture of emotions associated with the 
attempts for change in the lived space of the school. He perceives a mask of support at the 
departmental level to attend professional development sessions and report back to the faculty, 
but at the same time, he perceives a lack of interest in sharing or fostering change. The lived 
other is pertinent to consider, in this instance the head of department, with Paul describing the 
department heads as responsible for fostering change in the department, arguing that passion is 
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needed to move the department forward. His description of his experience is that the passion is 
lacking, that is has been ‘crushed’ out of the department and that while the school may have an 
underlying vision, this is not being conveyed or supported at the departmental level. I have 
identified Paul’s confidence in his teaching style and ways in which he attempts new things in 
his own classroom, but he also describes his feelings of being ‘deflated or defeated’ at the start 
of the year when he faces a new group when he realises they have not had the type of 
education experience he expects and he feels like he has gone ‘two steps forward, three back’. 
What is interesting about Paul’s description is ways in which it indicates that he has moved from 
the position of a teacher who sought to reflect openly and share with his peers, to one where 
he has been forced into focusing on what he can achieve in his own closed classroom. Paul 
perceives this as being related to the lived space of both the school and the department where 
teachers do not have a lived other based on sharing but conduct their classes behind closed 
doors. The notion of this physical and emotional isolation is something which other participant 
teachers also describe as characterising their lived experience. In the next section of this 
chapter I have moved on to explore the concept of lived space of the school and lived other, 
examining these concepts in light of teacher descriptions of isolation and collegiality. 
 
 
Teacher isolation and collegiality 
In my examination of the data I have identified two key types of experience as described by 
participant teachers in my research. For one group of teachers their descriptions of lived 
experience of change and of their working lives represent the feeling that they are physically 
and emotionally isolated in the lived space of the school, with one teacher describing her 
experience saying, ‘I feel what I do is an orphan activity’ (T405). Other participant teachers 
describe greater feelings of connectedness with lived other and the data suggest this feeling of 
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connectedness can be linked to the department in which they work, or their involvement in 
change initiatives in the school. I have begun by examining descriptions of isolation as part of 
the lived experience of participant teachers. 
 The teacher isolation I have identified is a combination of the types of isolation referred to 
earlier in this chapter, egg-crate, psychological and adaptive, and is related to the physical and 
emotional space of the school where isolation is described as classrooms closed off from 
colleagues. Lortie (1975) argues that teachers earn their rewards in isolation, and intrusion on 
classroom boundaries can hinder teachers (p. 192). The literature suggests that if teachers earn 
their rewards in isolation then it is likely that they experience difficulties and challenges in 
isolation as well (Britzman, 2001; Lortie, 1975; Ryan, 1986) and this been something I have 
identified in the descriptions teachers have given of their lived experience. The challenge of 
adopting new practices is difficult for teachers (Lortie, 1975; Stenhouse, 1975).  One 
participating teacher describes it in the following way:  
A lot of people are resistant, a lot of people are very stuck, you know, go into the 
classroom, sit down, shut up and learn, and I think it makes them very, very nervous, 
because they feel like, you know people are impinging on what they’re trying to do, 
whereas they don’t see it as trying to improve the outcomes for the kids (T303). 
This teacher is describing teachers’ emotional responses to change and to the program of 
classroom visits and observations which was aimed at opening up classrooms in the secondary 
school and celebrating good practice, while also providing an indication of areas that may be 
needed for future professional development  (T. Journal, 2009). I have observed the 
implementation of this program at the school and the responses of staff to the observation 
program. During the time that the program was implemented I was involved as an observer, 
going into my colleagues’ classes and watching their practice. When the program was 
introduced, it comprised a pre- observation meeting, the observation and a post-observation 
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meeting. My teaching notes (T. Journal, 2009) from the time contain my comments about my 
colleagues’ reactions to the program, and I have made a note where one colleague I observed 
commented: 
I don’t mind you doing the observation, I trust that you won’t talk about me outside of 
this. I wouldn’t trust ---------- or ----------[two other observers], they’d be backstabbing 
me straight away (T. Journal, 2009, p. 36). 
 The program documentation describes the process as confidential, with information from the 
observation being given only to the participant, the Head of Department and the Head of 
Teaching and Learning. Despite this, the teacher quoted above did not trust that all members of 
the observation team would abide by the concept of confidentiality. I have identified lived other 
as including of a lack of trust in some members of the leadership team in the school, a concept 
stated by another teacher who expressed frustration about the need to be heard and listened 
to by those teachers holding positions of responsibility in school leadership:  
I know that ------------[the Principal] is a visionary, but I think the levels underneath him, 
I’m trying to be diplomatic here, but I’m very frustrated by particular people in positions 
of responsibility that, um, don’t live what they say or don’t act or don’t listen, they don’t 
listen and they don’t act, they sweep it under the carpet or they change or distort it to 
suit them. What am I trying to say? There’s no-one beyond me, well only a couple of 
people, that I can go to and say ‘blah, blah, blah’ and get something off my chest and 
know that I’ve been heard. And that’s only in the last few years that I could go to at 
least a couple of people. Prior to that there was no-one I could go to who was higher up 
the food chain, that I could go to and feel that I’d been heard, apart from ---------[the 
Principal]. But I’m not prepared to go knock on his door every time there’s an issue, but 
higher up the food chain, I don’t feel there’s anyone...it’s either made into humour or 
its belittled. I’ll be honest, it’s --------[names a member of the leadership team]. And 
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even in the process of trying to be heard I expect someone to at least have eye contact 
with me, or to sit with me, just to listen. That’s what you do, you don’t keep working on 
the computer or take a phone call, that...um......(long pause),um I think I’m actually a bit 
damaged by that you know. Over the years a part of me has shut down and that’s 
survival stuff, through not being heard. I feel excited by the fact that there is hope, you 
know, initiatives from different individuals, I can see that there is another way of things 
happening. I think it’s going to be worth hanging in here, because you know I still think 
I’ve got some stuff left to contribute. I’m not ready to leave yet (T208). 
This teacher’s description of her lived experience illustrates the role that emotions play in her 
work, with lived other a key part of her experiences. Her description of her lived experience 
focuses on her need to be heard and acknowledged by someone else, ‘higher up the food 
chain’. Her desire to be able to talk about the things she experiences in her work is linked to her 
feelings of isolation, that there is no-one she sees in the school that she can turn to, with lived 
other described by this teacher as emotionally isolating. In a similar way to the teacher who 
expresses concern over some in the leadership team who thought they would be undermining 
her, this teacher talks about being belittled or having her concerns turned into a source of 
humour by a member of the leadership team. The most striking aspect of this teacher’s 
experience is when she talks about her perception of what not being heard has resulted in: ‘I 
think I’m actually damaged by that you know’ (T208). At the time of interview, the teacher was 
pausing and reflecting on this experience before making the statement, and in my interview 
notes I commented on the highly emotional interview I had conducted and the way the 
interviewee had used her voice to represent her emotions, moving from a soft tone to a more 
strident one throughout the course of the interview (Journal, 2008). The nature of her 
emotional expression illuminates ways in which emotions are experienced in the corporal, lived 
body, with the absence of a supportive lived other mediating this teacher’s descriptions of her 
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work experiences. While this teacher describes her feelings of isolation in having no-one to turn 
to, she also describes ways in which she is beginning to sense an excitement that there are 
changes taking place in the school and she is hopeful that this will provide her with the 
opportunity to contribute to the school. Earlier in her interview, this teacher had commented 
that she did not have a sense of the master plan of the school and found it difficult then to be a 
part of something when she did not know what it was. At the same time she describes her 
feelings of being a part of the Middle Years Program, which she describes as leading her to feel 
positively about the direction of change in the school: ‘I’m particularly involved in 7 and 8 and I 
feel really, really good, really strong about the direction it’s going’ (T208). For her, the 
emotional trough of teaching may be identified as her lived other, able to be approached with a 
sense of hope that a positive change was occurring in the school environment. While this 
teacher describes a sense of connection with her work in the Middle Years Program, she still 
expresses isolation in relation to other aspects of the lived space of the school, commenting, ’I 
don’t think we are all working in the same direction’ (T208). She describes her feelings of 
disconnection from other staff in the school:  
I think the staff are quite diverse but I don’t think we’re that well connected. I can’t 
remember the last time we had a deep and meaningful discussion about educational 
issues, it would be years. We don’t know each other that well, and if we do, it’s on a 
superficial level. We spend a lot of time in the same place, but I don’t know that we 
connect that well and it’s just the environment. I’ve never known education to be so 
demanding in terms of change. Change is really healthy, provided its change that is 
going somewhere, not just for the sake of it. I question it, I’ve got real questions about 
that. And I mean the other thing as an older teacher, sometimes I feel sad, you know 
I’ve been really lucky in teaching and had wonderful experiences in different school 
settings, but people only see you for what you are in this point of time. They forget that 
173 
 
you have had other experiences. I’m not just talking about me, I’m talking about anyone 
in this, we forget to stop and as humans we’re not very forgiving. You work hard just to 
survive, it’s all the survival stuff. It’s not a forgiving school if you do the wrong thing. I 
feel quite isolated at times. Maybe I do that myself because, um, when you get caught 
up in the politics of things and the bitchiness and all the other things that go on, I don’t, 
I just don’t have the time for that any more, I really don’t. I find it a waste of energy. I 
think you get caught up in stuff, so I go right out on the fringe by choice. And that has its 
consequences. You’re not as informed, but then again I don’t want to be informed 
about crap, I don’t need that, um I feel very lucky as I have a course that I’m doing that 
nourishes me and it nourishes my teaching and it feeds my passion (T208).  
This teacher’s description of her lived experience conveys a sense of ways in which staff may 
become isolated from their colleagues in the school environment. She describes lived other as 
consisting of a lack of opportunity to have ‘deep and meaningful’ discussions about education 
with her colleagues, something which she later describes herself as ‘craving’. Her comment that 
the staff do not know each other well and that what knowledge they have is only of a superficial 
level is connected to what she describes as the fast-paced nature of change in education and 
she refers to the notion that staff are trying to survive, stating that in the lived space of the 
school, ‘I think there’s some very tired and not terribly well people, I think there are people here 
who are just going through the motions’ (T208). Her comment that ‘We spend a lot of time in 
the same place, but I don’t know that we connect that well’, is consistent with Shapiro’s (2010) 
contention that schools can become places of isolation and loneliness where teachers are 
focused in their own classrooms (p. 617).  
The dehumanising of teachers and teaching referred to by Shapiro (2010) is reflected in this 
teacher’s concern that in the school one is only seen for what one is in the present, not for all 
the aspects of experience that one brings to one’s teaching and to the school in which one 
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works. The sense of lived time, then, is characterised as a limiting of people’s temporal 
landscape of past, present and future, with only present experience valued in the school. She 
also refers to the lived space of the school as being ‘not forgiving’ if one does something wrong, 
a concept that is reflected by other participants. I have explored this concept in more detail in 
Chapter Six where I have explored the concept of teacher fear being related to the 
intensification of demands in the school. This teacher then goes on to describe her feelings of 
emotional and physical isolation, stating that she places herself on the ‘fringe’ in order to avoid 
getting caught up in what she perceives as negative energy from some members of staff. She 
acknowledges that this voluntary isolation has consequences but describes her ability to find 
nourishment external to her teaching in the school. When she speaks about her work as a 
teacher, she describes it saying, ‘I think if you are genuinely a teacher, it is your life. You live it. 
You really live it and you are passionate about it and that’s what drives you’ (T208), echoing 
Lortie’s (1975) argument that personal predispositions stand at the ‘core’ (p. 79) of being a 
teacher.  What is interesting about these two statements is that this teacher seeks the 
nourishment of that teaching outside the school, acknowledging that the lived space and lived 
other in the school does not provide her with the opportunity for that nourishment or for those 
deep and meaningful discussions about education, and so she finds the food for her ‘passion’ 
external to the school in which she works. 
Those teachers who describe feelings of isolation in the school as part of their lived experience 
also refer to their struggle to keep up with the pressure and with what they perceive as the 
intensification of demands during times of change. One teacher refers to the times when he was 
able to share concerns with colleagues, describing this as ‘reassuring’: 
Sometimes I feel very alone, I suppose, you know, if I’m experiencing difficulty, I tend to     
think I’m the only one with those difficulties, but other times, I feel reassured because 
you know, I perhaps will share some of the problems I’m having and others will say, you 
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know you’re not alone, we’re all experiencing the same thing, or I’m experiencing the 
same thing as you (T114). 
For this teacher, his feelings of isolation intensify his doubts about the difficulties he is having 
with classes or subject matter, but in sharing those concerns with colleagues he describes 
finding comfort in knowing that his colleagues are having similar difficulties. His experience 
illuminates the emotional troughs of teaching and the importance of having a lived other where 
one is able to share the frustrations and challenges of teaching as well as the rewards and 
successes. Another participating teacher, an early career teacher in her third year of teaching, 
describes her lived experience of isolation and the stress that this led to in her beginning years 
of teaching:  
I’ve only been here for two years, I don’t know what I’m doing half the time, and I don’t 
think the guidance has really been there for me. I was really stressed in the first year, 
really, really stressed and I felt I couldn’t go to anyone (T204).  
This teacher’s description of lived other is based on her perception of other teachers as being 
closed in the sense that they do not voluntarily provide information and support to beginning 
teachers in this context: 
Like if I’ve never taught something before, in a text I’ve never read before, I want to 
know what approach I can take or just from experienced teachers. They’ve been doing it 
for donkeys years. I don’t know how to tap into that, unless you ask them directly, but 
they won’t offer it, voluntarily (T 204). 
The teacher’s description of her experience in this school illustrates her perception that there is 
a lack of collegiality in the lived other of members of the school community, and particularly in 
her department. This absence of collegiality in the lived space of the school and in departments 
is something which I have considered in this chapter. Paul describes an incident from his first 
year of teaching where he was asked to present a 20 minute feedback session on a conference 
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he had attended. He talks about putting his presentation together and then discovering that the 
meeting had been cancelled:  
...so the 20 minute presentation I put together is still sitting on my computer hard drive, 
it’s never been seen. Initially I was pretty upset and angry because being my first year, I 
was struggling anyway to keep up with things, then to make extra time to put this 
together and compile it, it was a lot of extra, extra effort and it was something I 
considered quite handy that the whole school could use and I was gutted really (T101).  
Paul’s use of the word ‘gutted’ in his description illustrates the extent to which he had invested 
time and effort in preparing the presentation and his disappointment when it was cancelled and 
not rescheduled. His frustration with this process is similar to the frustration described by other 
teachers in my research when they speak about ways in which directions seemed to change 
with no explanation or communication. Paul’s description of his experiences as a first year 
teacher also illustrates the challenge he faces in keeping up with the demands of a new 
position, while trying to do something else he perceives as being beneficial for the school 
community of teachers. Jane, an experienced teacher, whose description of experiences I have 
examined in Chapter Six, speaks about the feelings of isolation and the lack of support for 
beginning teachers:  
I feel sorry for them.  It’s your first time at it – how do you know what to cover and 
what to do? It’s living by the book and is that teaching? If they’re first year, or not even 
first year teachers, but first year teaching the subject, I just feel sorry for them (T201). 
These teachers express a concern about tapping into the existing knowledge in the school in 
order to inform their own teaching practice. 
 In describing their lived experiences of isolation and distance in lived other, participating 
teachers discuss the struggle to keep up with the demands of change, in relation to learning 
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new curriculum, or meeting new expectations. In interview data, metaphors which illustrated 
this struggle are present throughout participant teachers’ descriptions of their experiences and 
illustrate the emotional troughs of teaching and the challenges they face in their work. One 
participating teacher describes his experience stating, ‘I don’t have time, it’s all firefighting, 
putting out spot fires’ (T114). His description of putting out spot fires is interesting, given the 
ways in which teachers in this case have described change as being reactionary and not well 
structured. This teacher’s metaphor suggests that in his own work practices he is feeling the 
difficulty of keeping up with the pace of change as he moves from one challenge to the next.  
Another teacher from the same subject department describes her experiences and her 
perception of ways in which the department and the teachers are coping with change by saying, 
‘...there’s a feeling of trying to tread water and feeling like it’s not keeping its head above water 
and hopefully that will change’ (T303). A number of participating teachers use metaphors based 
on water and illustrate ways in which emotions manifest in the lived body when describing the 
emotional challenges and task intensification of teaching, including descriptions such as, ‘I’m 
just trying to keep my head above water’ (T114) and ‘I think they just flounder around or they 
drown’ (T201). These metaphors are consistent with participating teachers’ descriptions that 
support structures were not in place for staff, particularly beginning teachers in this school. 
 In describing change, one teacher speaks about her experiences with an attempt to bring about 
a change in practice in the department  in which she works, stating, ‘When you try and 
introduce something new and you try and get something up and running, you just hit brick wall 
after brick wall after brick wall’ (T303). The metaphors used by teachers to describe their 
experiences with change and the intensification of demands in the lived space of the school 
refer to the pressure they experience during times of changing work requirements. 
While a number of teachers in my research describe feelings of isolation in their experience of 
lived other, other teachers describe feeling connected with their colleagues and a growing 
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sense of collegiality in the school. As I have suggested at the beginning of this chapter, this 
sense of connection is related to the departments in which teachers work and the level of their 
involvement in change initiatives. Those teachers who describe a greater sense of connection 
and collegiality in lived other, also describe positive emotions regarding the changes taking 
place in the school and express a greater sense of optimism that things in the school 
environment are going to improve. One teacher with over 30 years experience describes the 
changes she is beginning to see in the department in which she works, and particularly in the 
department meetings:  
I often leave feeling really good, that we are coming together as a team and I can see 
that things are going to change. I think that the meetings have improved so much and I 
just see that that will continue and I even see what will happen as people start working 
together as they are doing and they are working more as a team, what will happen is 
that these things will just automatically happen in their own time. Where you have 
trouble is when there isn’t the amount of time, when you’re just so...there isn’t any 
time, you know it’s survival mode and hence you’re not focusing on it. So I’m hoping 
that it will happen, that it’s just going to come about because of the relationships that 
are being so well established between people (T207).  
This teacher identifies a change in focus in the time she has been at the school, saying that 
department meetings are starting to explore teaching practice more and ways in which students 
learn, rather than focusing on administrative matters. She describes feeling confident that the 
opportunity to have these times as a department will lead to an increase in professional 
discussions about teaching and learning in the school. Her concern about the viability of this is 
again related to a concept I have referred to in this chapter of teachers going into survival 
mode. She contends that in times of pressure, or in what I have argued are the emotional 
troughs of teaching, teachers go into survival mode, where they are unable to focus on anything 
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else apart from getting through the day and the tasks ahead of them. In describing the change 
she sees occurring in the department, this teacher reflects on the role of the Head of 
Department in fostering change:  
I think it’s a bit unfair to lump it on the head, because the head of department can have 
people no matter what you do, people who can’t keep kids in their seats, let alone stop 
them from going out the window. Now, how are you going to develop interesting, in-
depth curriculum when you’re just trying to help them with basic classroom 
management? But obviously the role of the head is very important and I appreciate our 
head’s lovely enthusiasm and just their openness to anything and their ability to relate 
to people and that’s incredibly important, but like any coach, you’ve got to have the 
team there first (T207).  
In describing the role of the head of department in fostering change, this teacher acknowledges 
that it can be a demanding job, but also identifies the importance of the head of department in 
having a willingness and a receptivity to change and to the way teachers try to bring about 
change in their own classrooms. She has been able to identify the role of the head of 
department as creating a space for positive relations with others to take place. She also 
identifies the need for having a team that can implement change, something Fullan et al. (2004) 
describe as having the right people on the bus (p. 44).The head of the department, when asked 
about her role, describes her efforts to bring about change in the department and to the 
structure of the department meetings:  
I try to get, to give everyone an opportunity to bring anything that needs to be 
discussed and I suppose that is happening more. But a lot of the logistical things like 
email and ordering I tend to just get done. I see that as my role as head of department, 
anything that is relevant I flick off to the relevant person,  I don’t see any need to sit 
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down and go through the mail like we do in --------[names another department area]. So 
people have gone to PD throughout the year and then we’ve brought that back and 
shared it at meetings. And it’s been really useful, we’ve got some good activities out of 
it. And I’ve found that I could give staff a lot of activities and say ‘Try these’ and they’ll 
just sit on their desk, but if you take them into a meeting and say ‘We’re going to try 
this activity now’, then they’re a whole lot more likely to use them in class. In the other 
department I don’t think we’ve achieved a whole lot this year, mainly because it’s just 
the mechanics of getting through and often they just turn into whining sessions (T303). 
In her role as head of department this teacher focuses on trying to bring about change in 
learning area meetings to create more opportunities for professional conversations, something 
which the Principal of the school, during an informal conversation I had with him, had told me 
he would like to see more of (Journal, 2008).The Head of Department referred to above 
perceives that the opportunity to trial activities with teachers in department meetings enables 
teachers to feel more willing to experiment with new activities to foster student understanding. 
Building this into meetings, the Head of Department provides teachers with a lived space in 
which they may relate to others where they are all learning and experimenting together, 
breaking down the physical and emotional isolation of learning new skills. It also allows teachers 
to see ways in which changes to curricula and resources may benefit their practice and student 
outcomes. Another head of department describes the push for change from the Principal in a 
different manner:  
The main thing we need is an identity and you know, without going into the rhetoric, a 
common vision and a sense of professional value. There are kind of quite disturbing 
anomalies in the department in regard to skill level and dealing with that is something 
that could be done on a professional development day. Well there was a directive 
recently where we were told to cut back on the discussion and do all the kind of nuts 
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and boltsy type stuff and I tried to implement that, to just do the planning and 
organising, but there’s definitely a need for discussion, discussion where people get a 
chance to represent their ideas, discuss them, disagree, that doesn’t happen much now 
(T205). 
In these two descriptions I have identified the different ways in which the two heads of 
departments have interpreted the agenda for change from school leadership. This is consistent 
with descriptions from participating teachers who have described a lack of a consistent vision 
and approach to change, and is suggestive of department heads also lacking a clear 
understanding of what their task involves and of the agenda for change. While one has seen it 
as a means to increase the discussion and leave the organisational aspects to work in her own 
time, the other department head has interpreted the change as a ‘directive’ to cut down on the 
discussion and leave departmental meetings for organisational aspects only. The first head of 
department and teachers in that department describe a growing sense of collegiality, while in 
the second department, the head describes his perception that the opportunities for discussion 
have been lost. Despite his description that discussion had decreased, this second head of 
department perceives lived other in the following way: 
I think there’s a sense of community that’s a layered kind of thing that happens across 
the year levels. You probably want more of a cross-section kind of thing, but there is a 
kind of camaraderie and a kind of common vision across the department, across the 
year levels and that’s working (T205). 
In contrast to this view, teachers within the department describe their lived experience of being 
a member of the learning area differently:  
As a faculty I feel very little support, but lots within some of the members. I often go to 
a teacher and say ‘I’m having trouble with x, y and z so can you help me?’ I’m a fairly 
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resourceful individual so I’ll just go off and find my own resources if I have to, which I 
do. But I think new people just flounder around or they drown. There’s a  lot of it 
unfortunately and a lot of us try to get beside them, but I’ve been really conscious that 
last year --------- [another teacher] was having trouble, and I wanted to say to her, well I 
did say to her, if you ever need help, well come and see me, because ------- [the head of 
department] has been useless, but hopefully we’re helping each other, but it’s not a 
concerted effort, it’s definitely not a community (T 202).  
Another teacher in the department describes her lived experience in the following way:  
I’d be much more positive if I knew where we were going, if there was a clear sense of 
direction. But all I hear is short-term planning if you can call it that, and ah negative 
stuff. That’s my feeling and that compounds with everything else, the stress and the 
workload and it’s not always a great place to be (T204). 
This is reflected in another teacher’s response when describing lived other in the department:  
My only experience is with this faculty and I think my perceptions are jaded because of 
that, there are pockets of inspiration but overall I would have to say that that support is 
dwarfed by organised structural thinking (T106).  
The staff in the department reflect some of the head’s perceptions when they describe there 
being a sense of collegiality regarding lived other, that is, between ‘pockets’ of staff, but where 
the head perceives a sense of camaraderie and a vision among the staff of the department, the 
staff describe feeling a lack of community and the lack of clear goals. The staff member quoted 
above describes this and the stress associated with her workload as making her place in the 
lived space of the school and the department, ‘not a great place to be’. Another teacher, when 
describing the department and the role of the head in bringing about change, makes this 
comment:  
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I think personalities of people in positions of leadership at this school need to be 
reminded that, um, to me their job is to encourage and enhance a group, rather than 
‘I’m telling you what to do’ (T302).  
The lived experience of participating teachers in this example can be seen to differ from that of 
their head of department, with the teachers describing a lived other characterised by a lack of 
support and feelings of isolation within the department. While the teachers describe finding one 
or two colleagues by whom they feel supported and can talk about the issues in their work, this 
kind of context raises questions for staff who might lack such connections in the environment. 
When teachers speak about the colleagues with whom they are able to form positive working 
relationships, their emotions are positive and they are more willing to experiment with the 
change initiatives occurring in the school. Two teachers who work together at Year 8 and 
implemented a project looking at the role of questioning in their classes as part of the Middle 
Years Mini-Projects, describe their involvement and the opportunities they had for professional 
discussions with enthusiasm. One of them describes the meetings she held with her colleague 
saying, ‘We know what each other’s doing, how it’s going, what’s working, what’s not working. 
So I find them personally uplifting and validating’ (T202). Her colleague also speaks positively 
about her lived experience of collegiality:  
We would often meet to talk and reflect upon what we had done about trying to 
encourage questioning in class, so it gives you an aim or focus and I guess you’re united 
with other people. We’d meet probably twice a week and we’d come up with strategies, 
maybe cards or the dice the PEEL program has and we did some work with just sort of 
the background and what sort of different questions there were. So the kids would get a 
laminated card according to what sort of question they needed to ask and they had to 
compile a question. We’d give them sentence stems and then have them come up with 
questions. And we tried to make it fun, we decided it was something we needed to 
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work on because we were both frustrated at trying to get the class to discuss things and 
they’d just give us yes or no answers. It was good for us because it’s always good to just 
share frustrations and to have a common aim. I think it helped our teaching during that 
duration, it wasn’t just a focus on getting through the work, it was more on what we’re 
supposed to be about (T302).  
For these two teachers, their ability to meet and have a professional discussion about teaching 
and learning is a positive experience for them and for their teaching. They are led to the project 
through their unsuccessful teaching moments and the frustration they describe at not getting 
the kinds of answers they wanted from students. Their collaborative approach to their teaching 
and learning focus on questioning provides them with a colleague to share ideas with and to 
share the successes and failures of their approach. In contrast with other teachers in the school 
who describe feelings of isolation and a lack of validation in their lived experience of school life, 
the project enables these two teachers to describe feeling ‘uplifted and validated’. They also 
express a sense of professional reward in that they are not just trying to meet the demands of 
getting through the curriculum, but are engaged in ‘what we’re supposed to be about’, that is, a 
focus on responding to student need and looking at how to improve the teaching and learning 
focus. This focus on developing the teaching and learning process in the school is absent from 
other teachers’ descriptions and they focus more on issues of trying to ‘survive’ the changes 
taking place in the lived space of the school, and to traverse the emotional troughs of their 
work.  
The concept of collegiality and lived other within departments is also present in the descriptions 
of participating staff of another large department in the school, and again, the indications that 
the perceptions of staff in this department are at odds with the perception of the department 
head. Paul describes the department as one in which all the ‘passion’ had been crushed out of 
it, and another teacher uses a metaphor of ‘just trying to keep *her+ head above water’ in that 
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department. The head of this third department describes her experience of lived other in the 
department as follows:  
Within the department, I feel very supported, because you can, if you’re not so strong 
in certain areas, there’s always somebody there, that’s able to assist  you and help you 
and more importantly are willing to help you. You can walk in and find stuff on your 
desk, you know, use it if you want, um or a new activity or being more informed about 
other ways, like the website. You don’t feel isolated. If you’re not sure about something, 
you feel you can go and ask, and we’re not all perfect, yes we’ve got our specialist areas 
but even then, even in our specialist areas, you might not be strong on a certain section, 
or you’re not really sure or it might be the case that you haven’t even dealt with that 
side of it in many, many years. And especially when you’ve got younger teachers coming 
in, because they’ve just gone through uni, um, they’re more in touch with the latest 
developments and things like that (T111). 
As the head of department, this teacher describes a sense of community in lived other, where 
staff share resources and their expertise in particular areas. She also refers to the enthusiasm 
and knowledge that younger staff contribute to the emotional space of the department and the 
ways in which this can reinvigorate other members of the department. This is in contrast with 
Paul’s experience and description of it as a department where all the passion has been lost. For 
participating teachers in some departments there is a sense of collegiality based upon the 
physical space they occupy within the school. In this third department teachers share the same 
office space, with the head of the department talking about the ability this gives them to share 
resources and ideas, ‘I think that because most of us are in the same staffroom, we’re lucky in 
that it can be in an informal situation and we can share there’ (T111). Another teacher in the 
department describes it saying, ‘...we share a staffroom in which we can bounce ideas’ (T104). 
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The head of the second department describes her desire to have subject specific staff offices in 
the following way:  
 I know the school is very anti this, but if I had a staffroom where I had all teachers from 
my department in it, there could be so much discussion about things. I think that could 
be very conducive and having our resources in one place that is accessible, you know 
and not half on an old crappy shelf that I knocked off and half in a back room 
somewhere. So I know that there is an anti feeling, but I think it would be very useful. 
I’d like to think that when we actually get together everyone feels they have an equal 
voice and that they can express ideas. I’ve always tried to encourage that, because I 
think it’s wrong of me to stick my head in the clouds and barrel on and think I’m 
wonderful, and I know a few people have said things and I’ve thought, ‘fair enough’ and 
I’ve looked at what we’ve done (T303).  
This teacher describes feeling that teachers occupying the same physical space within the 
school  would enable them to have professional discussions about their practice, but she is also 
aware that there are  staff in the school who are opposed to the concept of subject specific 
staffrooms. This notion of subject specific staffrooms may be a way of addressing the physical 
and emotional isolation teachers may experience in an egg-crate environment, and in their lived 
other. As head of department this teacher is focused on trying to provide people with the 
opportunity to have a voice in the department and makes an effort to re-evaluate practice and 
ideas based on the contributions and concerns of staff. It is this openness in the relationship 
that staff respond to, with Paul describing his experience in this department as one where 
sharing occurs and which enables him to reflect continually on his work as a teacher:  
Sharing, well in one of my departments, the sharing does happen and you’re 
encouraged in department meetings to share. Even when there’s not a PD, in one of my 
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departments, we try to share different things we might have picked up, um… and 
different experiences. That’s really encouraging too, it keeps you on your toes and 
keeps you thinking about your practice really (T101).  
 In contrast with his experiences in the department with the passion crushed out of it, when he 
describes the emotional and physical space of this department, Paul describes feeling 
encouraged to collaborate and work with his colleagues in the development of his practice. This 
positive experience of sharing in departments is not one described by all teachers in the school, 
and the lived experience of teachers is dependent upon the department they work in and the 
physical space they occupy. The teachers who described a lack of support and collegiality in 
relation to lived other express a need to survive the emotional troughs of their working lives 
during times of school change. The emotional space of the school may be identified as not 
enabling all teachers to engage with all aspects of their practice fully, as they mask issues and 
concerns in their relations with others. I have identified teachers who describe their experience 
of being physically and emotionally isolated, being unable to engage in making sense of 
challenges and changes with colleagues, with the emotional troughs they describe as part of this 
isolation playing a mediating role in their response to calls for school change. 
 
Concluding comments  
In this chapter I have examined ways in which the lived emotional and physical space of the 
school is associated with teacher emotions during times of change. I have explored ways in 
which the persona of the model teacher is associated with the physical and emotional nature of 
closed classrooms and considered this in light of teacher isolation, and ways in which the 
experience of isolation in lived other may be identified as part of challenging emotional troughs. 
I have then examined lived other in regard to teacher collegiality, highlighting ways in which the 
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notion of collegiality is related to lived space of the school and subject departments. I have 
argued that teachers who perceived a stronger sense of a positive lived other and collegiality 
are more able to traverse the emotional troughs of teaching and participate in change agendas 
in the school environment. In the final chapter, Chapter Eight, I move on to consider the 
implications for practice and future research directions arising from my research.  
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Chapter Eight: Drawing the threads together: Conclusions 
and implications 
 
Chapter overview 
In Chapter Seven I have examined the lived space of the school environment and ways in which 
it mediates teachers’ emotions and responses to change. Drawing on two elements of school 
context - classroom and departmental spaces, and relationships with colleagues - I have 
identified ways in which the experience of participating teachers in this case may be 
characterised in relation to feelings of isolation as well as of collegiality during school change. In 
this chapter, Chapter Eight, I have considered the conclusions drawn from my examination of 
the mediating role teachers’ emotions play in their work, particularly during times of change. I 
have discussed possible future research directions in this chapter.  
 
In Chapter One of my thesis I invited the reader to come on a journey with me into the world of 
participating teachers in one school, and I introduced my research question: ‘In what ways do 
teachers’ emotions play a mediating role in their professional lives?’ When I commenced 
Chapter One with a discussion of the masks that people may wear throughout their lives, I was 
reflecting on my own work as a teacher and the masks I had worn myself.  Using a 
phenomenological approach for my research I have examined ways in which emotions play a 
mediating role in teachers’ work, particularly during a time of change in schools. As I come to 
the end of this part of the journey it is time to reflect on what new understandings have 
emerged from my research. 
When I embarked on this research  I had questioned whether emotions would play a role in 
teachers’ professional lives or not, a form of what van Manen (1991) refers to as practical 
190 
 
theorising, born out of my own experiences as a teacher. In my review of the literature I also 
explored other scholars’ work on the role that emotions may play in teachers’ professional lives. 
What I have identified through my research is that teachers’ experience of their work is 
underpinned by their emotions about that work, with teaching being both a personal and a 
professional endeavour, something which I have discussed as being consistent with the 
literature in the field.  
My use of case study method and of a phenomenological approach to examine the experience 
of participating teachers in one school has enabled me to identify ways in which participating 
teachers’ experiences of work are mediated by their emotions. I have explored ways in which 
these emotions are related to concepts of lived time, lived body, lived space and lived other, 
with my exploration of these themes identifying ways in which the success or otherwise of 
school change may be mediated by teachers’ emotions. In the following section of this chapter I 
have considered ways in which my research has made visible the mediating role of emotions in 
teachers’ experience of their work, particularly during times of change.  
 
Experiences of inspiration and renewal 
In my research I have examined ways in which positive emotions and experiences play a 
mediating role in teachers’ professional lives. Drawing on phenomenology I have considered 
ways in which participating teachers’ experience of lived other is associated with their 
motivations in their work. A number of participating teachers have described the establishment 
of positive relationships with others as a key part of their goals for teaching. The passion and 
enthusiasm participating teachers in this case have described reflects their commitment to the 
profession and  is consistent with Croswell and Elliott’s (2004) argument about the importance 
of enthusiasm and commitment in teachers’ work. In my research I have illustrated ways in 
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which a combination of passion for learning, subject matter for teaching and for working with 
young people, along with positive experiences of lived other, and feedback in their professional 
practice, influences teachers’ descriptions of a continued inspiration and sense of renewal in 
their work. I have argued that the temporal landscape of teachers’ positive experiences and 
emotions plays a mediating role in their work, with past and present experiences described by 
participating teachers as leading them to feel more positively about their work. I have further 
argued that the confidence and the positive moments teachers experience enables them to 
respond to the situational needs of their classrooms and to take risks as part of their 
professional practice.  
I have highlighted the suggestive possibilities of encouraging teachers to share with others in 
the school, and even beyond the school, the positive moments of their teaching in order to 
create an emotional space within schools which celebrates successes and validates the positive 
work that teachers do. Finally, I have argued that the sharing of these positive experiences and 
emotions may assist in developing collegiality and in enabling teachers to navigate the 
emotional troughs of teaching I have described. 
 
Teacher emotions: Behind the masks 
Drawing on the literature I identified a gap regarding the role of situational factors such as 
school context in teachers’ work and emotions (see for example Kelchtermans, 2005; Skaalvik & 
Skaalvik, 2009). Using a phenomenological approach to examine the lived experience of 
participating teachers in this case I have explored situational aspects of the school in relation to 
the concept of lived space, which is both physical and emotional in nature. In the interview data 
I have collected of participating teachers’ experiences, I have identified times when they have 
referred to adopting masks and playing roles both inside and outside of the classroom 
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environment, with these masks hiding their emotions about their work. Participating teachers 
have described their experience of hiding frustration from students and colleagues, and of 
adopting masks in their relationships with colleagues to keep hidden aspects of their 
personality. The adoption of these masks is consistent with the literature which regards 
teaching as a profession in which challenges are kept private (Britzman, 2001; Lortie, 1975). 
 My examination of the descriptions of participating teachers and of the masks they have worn 
has opened up a space for my discussion of ways in which emotional and physical spaces of the 
school play a mediating role in the expression or withholding of emotions. The emotional and 
physical spaces of the school as spaces where teachers are required to suppress their emotions 
and experiences is an interesting one to consider in light of other arguments I have explored 
within my thesis, particularly in relation to the concept of emotional regimes (Zembylas, 2005a). 
The descriptions of participating teachers’ experience of playing roles, or of wearing masks 
suggests that they perceive emotional rules (Zembylas, 2005a) or as Shapiro (2010) has 
represented it, a range of express-able emotions in the school environment, and I have shown 
that they actively seek to conceal some emotions in relationships with colleagues. In examining 
the school environment, I have emphasised a connection with the wearing of masks and playing 
of roles in the classroom and what teachers have described as professional conduct in their 
relationships with colleagues, particularly those in positions of leadership. I have identified ways 
in which the emotional space of the school is one which reinforces myths of a model teacher 
who does not express emotions of weakness or uncertainty. I have identified ways in which 
participating teachers’ adoption of masks hide these emotions, limiting sense making processes 
and discussion of professional conduct during times of change. Using case study method I have 
identified ways in which the school environment under consideration plays a mediating role in 
the emotional troughs participating teachers have described when talking about their 
experiences of teaching and school change. My research suggests that the masks participating 
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teachers describe adopting in their work practices are to be addressed in systematic and 
transparent ways in order to deal with the emotional labour of teachers’ work and ways in 
which the emotional space of schools plays a role in teachers’ experiences.  
The multi-faceted emotion of fear 
When I have considered ways in which teachers’ emotions play a mediating role in their 
professional lives, particularly during times of change, I have identified times when teachers 
describe their experience of fear. Examining participating teachers’ descriptions of fear, I have 
explored the emotion of fear as a multi-faceted emotion which is associated with emotional 
dimensions of professional practice. The lived experience of the school is described by a number 
of participating teachers as being characterised by fear, and an environment in which they are 
afraid of speaking out in dissenting or challenging voices.  
Drawing on the literature (see for example Achinstein, 2002; Sannino, 2010), I have considered 
voices of dissent or challenge as being an important part of change processes, and I have 
illustrated ways in which teachers’ responses to change may be limited because of being unable 
to raise issues of concern with colleagues in the school. It is beyond the scope of my research to 
examine whether teachers in a range of contemporary Australian contexts (for example, 
independent and church schools) describe experiencing fear in similar ways, but this does open 
up possibilities for further research. My research has provided new insights to ways in which the 
experience of fear and other challenging emotions is associated with what I have referred to as 
the emotional troughs of teaching. 
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Navigating emotional troughs 
Participating in my examination of the lived experience of teachers in this case, a number of 
teachers have described their experience of fear during the implementation of school change. In 
these descriptions negative and challenging emotions are viewed by teachers as part of their 
experience of school change. In my examination of these emotions I have referred to them as 
the emotional troughs of teaching and I have argued that these moments are part of teachers’ 
professional journeys, but nonetheless an experience which they are able to navigate. I have 
identified ways in which situational factors of the school environment are associated with 
teachers’ experience of emotional troughs, arguing that teachers respond to these troughs in a 
number of different ways.  
Participating teachers who have perceived a lack of support in relationships with colleagues 
have described themselves as hiding their emotional troughs and experiences behind a mask, 
while participating teachers in one subject area described being able to share the successes and 
failures of their teaching and of school change. The experience of these teachers has been 
characterised by their experience of a departmental space and relationship with colleagues 
which was supportive and positive in nature. My research indicates that teachers are to be 
supported and encouraged to share the challenging moments during the implementation of 
change so that stereotypes and the masks teachers wear may be challenged. Shapiro (2010) 
describes the pedagogical whiz (p. 618) or the model teacher, as someone who can cope with 
anything, and my research indicates that during the emotional troughs of teaching, teachers in 
this case describe an environment in which they are reluctant to share their inability to meet 
this stereotype with colleagues. I have identified ways in which the emotional space of the 
school is one in which teachers hide perceived weakness and in which a number of teachers 
describe feelings of both physical and emotional isolation in their relationship with others as 
part of these emotional troughs. My research highlights the suggestive possibilities of 
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challenging stereotypes, and of enabling teachers to work collegially by providing the lived 
space in schools in which successes and failures are seen as part of a teacher’s journey of 
continued growth and development.  
A further outcome of my research, then, is the implications for professional practice with my 
use of case study method enabling me to identify ways in which teachers may be assisted in 
traversing the challenging moments of their professional practice. In my examination of the 
experience of participating teachers in this case I have identified the emotional labour of 
teachers’ work and provided new insights to emotional challenges teachers face during times of 
change. The experience of participating teachers in this case provides insights that may prove 
useful for a broader examination of teachers’ work in a contemporary Australian context. This 
has been beyond the scope of my present work, but it does suggest future research possibilities 
in considering ways in which situational factors such as classroom and departmental spaces, and 
relationships with colleagues, play a mediating role in teachers’ work and emotions. 
 
Teachers and change agendas 
Discussing the implementation of changes in schools, I have identified the ability of participating 
teachers to articulate clearly the things they describe as being required during processes of 
change. Participating teachers have described their experience of change and they have talked 
about ways in which professional development may enable teachers to process and implement 
changes in curriculum. Participating teachers have described a lived experience of a school 
environment in which there has been a need for change to be introduced in ways that have 
highlighted the goal of the change in improving outcomes for teaching and learning, and they 
have described successful changes as ones which have built on their understandings and beliefs 
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about teaching. This is consistent with Crosswell and Elliott’s (2004) argument that reform 
needs to be tailored towards teachers’ passions for their work.  
Participating teachers have described a lived other of relationships with colleagues and a school 
environment characterised by confusion, describing instances where the underlying goal of 
change was unclear and difficult to become a part of. As I have pointed out in Chapter Seven, 
one participating teacher described her experience stating, ‘I don’t think any of us have a grasp 
of the master plan of where the school is going. That’s not shared and if it’s not shared, how can 
you be a part of something that you don’t know what it is?’ (T208). Participating teachers have 
described a relationship with colleagues where clear communication with leadership is to be 
addressed and where all aspects of the change agendas are to be revealed so that staff can 
process and become fully involved in the implementation of change. My research is consistent 
with other research examining the implementation of change in schools, such as Schmidt and 
Datnow’s  (2005) work which argues that clearly structured reforms provide teachers with the 
ability to understand, process and implement change. Lived other of relationships with those in 
positions of leadership, is described by participating teachers as important in reinforcing the 
goals of change, with tensions between those in positions of leadership described as influencing 
their perceptions and understandings about the sustainability of change.  
Participating teachers have also identified the physical spaces of the school as a mediating 
factor in their ability to implement change, arguing that when they are denied access to spaces 
or resources they are limited in their ability to embrace fully changes in curriculum. The lived 
space of the school environment has been described by a number of teachers as both physically 
and emotionally isolating, which mediates ways in which teachers can form a strong and 
positive relation to lived other during times of change. Participating teachers in this case have 
described what they need during the implementation of change; their descriptions reflect Fullan 
et al.’s (2004) ten components of school change, suggesting that despite understandings of 
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ways in which change may be introduced there are still gaps in ways this is enacted and 
implemented in the lived space of schools. My research has addressed this gap by providing an 
examination of ways in which teacher emotions play a mediating role in change processes, and 
has opened up possibilities for considering the experience of teacher emotions as a key aspect 
of change management processes.   
 
Reflections on being an insider researcher 
At the beginning of my thesis I also introduced myself as a teacher and described ways in which 
my research questions had been influenced by my professional practice as a teacher. I have also 
outlined ways in which I have drawn on features of insider research to examine my own school 
context. In Chapter Four I outlined the advantages of insider research in relation to researchers’ 
ability to examine their own workplaces (see for example, Breen, 2007; Brown, 2004; Galea, 
2009). As I undertook the process of data collection, I, in a similar way to Brown (2004, p. 5), 
found that the participating teachers in this case were willing to share their experiences with 
someone they perceived as understanding the reality of their work.   
In my research, an insider research perspective has enabled me to gain a description of the 
experience of participating teachers in this case, allowing me to look behind some of the masks 
participating teachers adopt in their professional practice in ways I do not think would be 
possible with an outsider. My role as both a teacher and an insider has enabled me to move 
beyond what Cochran-Smith and Lytle (1993, p. 87) describe as the occupational socialization of 
teachers to identify both the positive and negative emotions participating teachers describe as 
being part of their work, particularly during times of change. Insider research perspectives and a 
phenomenological approach have enabled me to create a rich picture of the experience of 
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participating teachers and this, combined with case study method, has created spaces for my 
consideration of ways in which emotions play a mediating role in teachers’ professional lives.    
 
 The end of a journey 
In this chapter I have reflected on my research and highlighted ways in which I have contributed 
further to understandings of the mediating role emotions play in teachers’ work, particularly 
during times of change. When I began this journey I was unsure about what I would discover, 
but as I have reflected on the experience participating teachers have described, what resonates 
most strongly with me are the voices of the teachers I have spoken to and the passion with 
which they have described the work they do in schools. I have seen that it is not always easy to 
be a teacher, but that in amongst the messy, challenging and difficult moments, there persists a 
hope about the future of education and young people. 
 In Chapter Six, I introduced the reader to Jane, who traversed the difficult moments by finding 
inspiration in the challenges her work presented, and whose spirit began to emerge from the 
trough she had been in. For those working in education it is these moments that are to be 
harnessed—the moments of inspiration, areas of passion, the commitment to continued 
development—in a consideration of these elements of teachers’ lived experience. With this 
consideration, a space may be created that may promote change which is sustainable and long-
lasting. I have argued that the emotional labour of teachers’ work is present in their daily tasks 
and in their experience of change, with teachers’ experience mediated by the classroom and 
departmental spaces of schools, and by relationships with colleagues, particularly during times 
of change. An outcome of my research is that a school space which confines the expression of 
emotional labour to a narrow range of emotions or to specific places and times, limits the ability 
of teachers to engage in discussions about education and of what it means to teach in a 
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contemporary education context. I would argue that to understand teachers’ work and 
emotions better, particularly during times of change, the lived experience of teaching is to be 
addressed in systematic and transparent ways which provide a detailed description of teaching 
and a consideration of what lies behind the masks.  
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